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One of the important aspects of practice in education is academic writing.  Educational Institutions like universities, colleges and institutes engage themselves in promoting and supporting this aspect.  It is in this spirit that refereed journals like JIPE are established.  These journals have among other functions, the function of educating, record keeping, providing the community with something to read, giving the community something to enjoy and making records straight.

In this volume, a number of issues relevant to practice in education are raised and discussed.  The issue of reforms in education is discussed with reference to Tanzania.  Factors influencing reforms, the process of developing and implementing the reforms as well as the role of stakeholders are presented.  It is worth noting that reforms are about changes.  They come and bring what are thought to be important and necessary changes to the system.  Changes on the system also detonate changes in practice.  It is in this spirit that an article assessing learning in community secondary schools in Tanzania is included to give the community a challenge to think of the quality of learning in these schools.

Innovations in education are a continuous activity and process.  As one of the innovations in education, open and distance learning (ODL) is now becoming a common phenomenon.  In this volume, an article called An Overview on the History of ODL Practice in Tanzania and Institutional Linkages gives an insight into ODL history, practice and provisions in Tanzania.

Our perception of phenomena and our fellow people influence our views and attitudes towards those particular phenomena and people.  Our perceptions and attitudes tend to influence and guide our actions and our treatment of those phenomena and people.  The issue of community attitudes towards street children is also raised in this volume.  Streets have never bared children although there are children labeled “street children.” Since our communities view “street children” as others, different, the cursed, the bad mannered, the obstinate, the crooks, the thugs and the juvenile, the negative attitudes towards these children have developed in the community.  The article on Community Attitudes Towards Street Children in Dar Es Salaam, Tanzania (in this volume) analyses these attitudes.

In Educational Institutions, among other important issues, are reporting academic works and health.  It is crucial that all academic works (including research) are reported so that they are disseminated and shared.  Reporting them needs specific competencies.  When applied, these competencies make reports of academic works attractive, encouraging to read and palatable as foods for thought.  In this volume the article called Gaining Competencies in Reporting Academic Research Work examines competencies for reporting academic works among researchers and research students.

Good health is basic if the teaching/learning process is to be effective.  Both teachers and learners are to be in good health if school and classroom interactions are to be meaningful.  Of late, the HIV pandemic has been threatening lives in educational institutions.  Learners and their instructors are increasingly at risk.  Age has been proven not to be a defense against HIV-AIDS.  Both youths and adults who adopt the lifestyle characterized by HIV-AIDS risk behaviours are more in danger of being infected.  However, HIV-AIDS risk behaviours among primary school age children is a matter of great concern.  An article called Intervention Opportunities in HIV-Risk Behaviours among Primary School Pupils analyses HIV-AIDS risk behaviours among primary school children and the intervention opportunities available.  



























The education sector of the last decade of the 20th century in Tanzania was coloured by decisions and activities characterizing the initiation phase of change. This began by formation of the Task Force for assessing the critical problems inherent in the sector, propose an appropriate system and implementation strategies in terms of policy, planning and administration which would facilitate increased efficiency and effectiveness (URT, 1993). It was later found out that the system suffered from a number of contradictions including the curriculum which was failing to meet the needs of school leavers and general society, teachers who were demoralized, poorly remunerated, under-qualified and sometimes untrained and unclearly defined management systems, structures and integration process among education and training providers (URT, 1993).

The findings and recommendations of the Task Force contributed to formulation of the 1995 Education and Training Policy (ETP) which among other things sought to emphasize the provision of quality education, streamline the management structures by placing more authority and responsibilities on schools, and facilitation of the growth of culture-for-job-creation and self-employment (URT, 1975: vii). The curriculum at all levels of education and training was required by the policy to emphasize the merger of theory and practice, as well as the general application of knowledge. The government was called upon to ensure better terms of service and working conditions for all teachers, and owners and managers of schools and colleges of education were required to ensure that their teachers had professional qualifications and licensed to teach. 
The reform process began by the development of Basic Education Master Plan (BEMP). This was piloted in 37 districts considered less developed in the country (URT, 2007). Later in 2001, the Primary Education Development Plan (PEDP) was launched (Rajan, 2007) with a specific focus to address the shortfalls in access, funding and quality of primary education. Some of its earliest steps were abolition of user fees and introduction of capitation and development grants. The plan also aimed to recruit 50% more teachers and building of more than 40,000 new classrooms. At the secondary education sub-sector, the Secondary Education Development Programme (SEDP) was launched in July 2004 with objectives similar to PEDP. The programmes were generally geared towards improving performance in access and equity; particularly in the improvement of enrolment of both girls and boys, improving quality; particularly in the areas related to the ‘quantities’ of teaching and learning resources, classrooms and furniture, and capacity building of the school governance and management, institutional arrangements and cross-cutting issues. The private sector and Civil Society Organizations (CSOs) were also invited to participate in these reforms. Some of the key achievements by the launching of the second phase of PEDP (2007-2011) were improvements in enrolment and pass rates in examinations (URT, 2006). For example, both the Gross Enrolment Ratio (GER) and Net Enrolment Ratio (NER) improved between 2001 and 2006, from 84% to 112.7% and 65.5 to 96.1% respectively. The Primary School Leaving Examination (PSLE) pass rate increased from 28.6% to 61.8%. Transition to secondary school rate increased from 22.4% to 49.3%. The number of primary schools increased from 11,873 to 14,700. A total of 50,813 teachers were up-graded professionally to attain the required minimum grade IIIA qualifications. The Book-Pupil Ratio (BPR) improved from 1:20 to 1:3. Apparently, the definition of education quality in Tanzania was slowly taking the meaning of increasing the quantities of supplies, and counting on first-order changes which did not alter fundamental ways of doing things in the sector, nor did they make students learn differently for any improved outcomes. 

UNDERSTANDING THE REFORM PROCESS

The concept ‘reforms’ is looked upon differently by different authors depending on the contexts. Whatever the context, the writers converge at the view that reforms are changing of social systems for the better. For example, Bana and Ngware (2006) view reforms as induced, systematic and permanent improvement in structures, processes and management of social institutions, so as to attain efficiency and effectiveness in their delivery of services. According to them, reforms are resorted to when there are requirements for fundamental system changes. This is shared and extended by Fullan (1991) who also contend that such requirements for change can arise as a result of natural disasters like floods and famine, external pressures like imported technology, values and immigration, or internal contradictions, for example changes occurring in indigenous technology but leading to new social patterns and needs. These authors also converge at the view that in such pressures, reforms are resorted to as means to an end (not ends in themselves), they are on-going, dynamic and context-sensitive processes. As such, a reform plan needs to focus on who must benefit from the change (value), and how sound and feasible are the idea and approach for the change (capacity).
Reform processes are not natural. They are artificial inducements onto the reforming systems.  According to Fullan (op.cit) they may occur at two levels namely the first-order changes which seek to improve the efficiency and effectiveness of what is currently done without disturbing the basic features, and the second-order changes which seek to alter the fundamental ways in which organizations are constituted, including new goals, structures and roles. 

In a simplified view, Fullan conceives a reform process as constituted of four phases. These include, first, the initiation phase which refers to initial determination of the direction of change. This is about deciding to adopt or abandon a change. Fullan argues that, this initiation phase involves the combination of relevance, readiness and resources for attainment of the best startup. The second phase is implementation which refers to the attempted use of the change. The third is continuation which refers to an extension and sustenance of change beyond the trial stage and, the fourth phase is outcomes which refer to the different types of results. He further points to relevance in the initiation phase as the interaction of need, clarity and the practitioner’s understanding of the innovation, as well as utility judged from what it is likely to offer, for example to teachers and students. This in the first phase calls for as many potential reform participants as possible, to participate in assessing the feasibility of the decision to adopt a change in order to register their subjective dimensions. Readiness is the practical and conceptual capacity of the system to initiate, develop, or adopt a given innovation. In the case of a school, for example, it is the capacity to use reforms in terms of requisite individual and organizational factors. This capacity is assessed in terms of seeking to understand if the change addresses the individuals’ perceived needs, if it is a reasonable change, if individuals have the requisite knowledge to administer it, if they have time and the other necessary resources. At the level of organization, it is assessed in terms seeking to understand if the change is compatible with organizational culture, if the facilities, equipment, materials and supplies are available, and if there are other crises or change efforts in progress that involves the organization. Resources are a necessary condition for initiation of change. Here, resources are viewed as accumulations of and provision of support to the change process. Usually, they are required during implementation but must be considered and provided for during initiation as well.	

Armstrong (2006) argues that the change process is likely to achieve an optimum efficiency if the conditions listed above would operate in a well thought strategy. He defines a strategy for change as the direction and scope of the organization which matches its resources to its changing environment. To him, this is useful for determining the direction in which the organization is going relative to its environment, therefore sorting out the required resources in both hard and soft elements of change. The hard elements entail the physical and tangible requirements for mounting the change, like classrooms, furniture, textbooks and toilet facilities. The soft ones entail those stressing continuous development, change management, communication, involvement, knowledge, skills, motivation, reward system and other aspects of general organization’s social life. 

A strategy is required in order for the two sets of elements to be adequately balanced. It is also for determination and sorting out of what Senge (1990) refers to as ‘leverages’ or ‘lever points’, meaning the variables in the change process which may produce disproportionate effects in other variables systematically connected to them. In the case of Tanzania for example, Rajan (2001) thinks the leverages in education change could be anything between human and non-human resources, provided they were adequately situated in a change strategy. Specifically, a strategy defines the intentions and allocates or matches the resources to opportunities and needs. Armstrong (op.cit) examines such matches and argues that most reforms tend to place greater emphases on hard elements of change instead of striking balances between hard and soft ones, which result to defective choices of leverages in the reform processes. 

The 1995 ETP (URT, 1995) in Tanzania for example, addressed the highlighted critical problems with emphases on hard variables of change at the expense of the balance between both (hard and soft). On the aspect of resources, the policy simply urges the government to ensure adequate resources were provided to enhance access and equity, simply by increasing the numbers. The literatures about the implementation of reforms indicate the key achievements of PEDP at the launching of its second phase (2007-2011), largely expressed in quantities and numbers; ignoring the soft, human aspects of the process. The most frequently recorded are the improvements in enrolment and pass rates in examinations of the period between 2001 and 2006 highlighted above. These successes are attributed to the first order increase in numbers of primary schools which went up from 11,873 to 14,700, the book-pupil ratio which improved from 1:20 to 1:3, and improvements in numbers of classrooms, school furniture and 50,813 teachers who were given in-service training courses to up-graded professionally for attainment of required minimum grade IIIA qualifications, though without specifying changes or type of knowledge and skills which they were given (URT, 2006). The process was therefore reduced and left to rely on quantities and numbers alone. 

The issues of human resource continuous development, involvement, knowledge, skills, motivation, rewards and other such aspects related to equity and expanded access were not clearly addressed by the programmes coming after ETP. The policy emphasizes the teaching of languages, science and technology, humanities and life skills, but does not show how involved practitioners were to be professionally equipped with knowledge and skills toward this goal. It also calls for inclusion of mental, personal health, job creation, social and family life skills in the curriculum through such subjects as carpentry, crop and livestock husbandry, pottery making, smithing, masonry, painting, home economics and technical skills, without emphasis on the ways teachers were to be enabled to handle these new inclusions. It echoes the recommendations of the task force on the intent to elevate the posts of REOs and DEOs for efficiency and effectiveness in their planning and management roles, but this elevation is not qualified by any clear specifications of requisite capacities in terms of knowledge, skills and competences which these officers currently lacked.

In their article about Strategic Human Resource Management, the U.S. Office of Personnel Management (USOPM, 1999) advocates for reforms which align the human resources with the mission of an organization. According to them, this involves designing a strategy which integrates decisions about critical resources and the results an innovation tries to obtain. The critical resources in this context include the human resources. In this regard, Armstrong (2006) posits that the alignment is usually expressed in strategic goals, developed and implemented in strategic plans, through strategic management. Here, a strategy refers to systematic development of a sense of direction for accomplishing a goal which involves thinking, acting, formulating and implementing ideas. As such, a reform strategy is about the implementation of change, which includes its planning and management. This in turn suggests that the efficiency of strategic goals, plans and management depend on the capacities of involved human resources to think, act, formulate and implement ideas about the cherished changes (Armstrong 2006, USOPM 1999). In Senge’s (op.cit) expression, the human resources are the most important leverages. This is because human resources are the ones from whom both hard and soft elements of change originate and intend to serve. As such the required alignments should integrate decisions about human resources with decisions about the cherished results throughout the planning and implementation of change (USOPM 1999, Grout and Perrin 2002, Armstrong 2006). In the Tanzania Education Sector Reforms, educational Human Resource (HR) strategy traces from the 1990 Task Force report (URT, 1993), which realized that knowledge and skills acquisition suffered from number of contradictions. Resources did not match with demand much as the curriculum process and implementation were not adequately meeting society’s aspirations. The system and structure of education provision were also observed to rely on inefficient and ineffective planning and management. A reform strategy therefore would attempt to redress the system by carefully thought plans allowing action and reactions towards the desired change. This would in turn require the alignment of the HR strategy to enable thinking, action and reactions for improved performances towards change.

The 1993 task force report aligned the measures required in relation to education human resources in order to arrest the problems, and the goals which the changes had to cherish. It was observed that there was a need to strengthen the training of teachers (as human resources) and improve the actual teaching skills, extend the knowledge of appropriate classroom methodologies, and in turn address the problem of school leavers; 85% of whom failed to proceed with formal training and or manage to undertake successful self-employment in the informal sector. In relation to curriculum process and implementation, the report recommended giving some prominence to the development and acquisition of innovative teaching methods which would enable students to link what they learnt with their immediate environment. Regarding the process of planning and management of education it recommended among other things, clear definition of educational managers’ roles and empowerment at regional and district levels to effectively perform their tasks in education administration. This confirms that the process was initiated from relevant premises, but induces doubt on subsequent phases for implementation and continuation, hence the outcomes other than what was envisioned.

CRITICAL EDUCATIONAL REFORM PROCESS FACTORS 

Fullan reveals that when they attempt to put ideas, programmes or set of activities into practice, societies tend to concentrate on product development, legislations and other on-paper changes which ignore what people do and do not do (Fullan, 1991:65). According to him, this is because in the change process people are the most unpredictable and difficult to deal with. However, they are the most essential for success. He identifies the critical factors for implementation of change as grouped in three categories. First, is the category of change characteristics which assesses its related need, clarity, complexity and quality. Secondly, is the category of local characteristics which looks at the different players involved in change process, and finally is the category of external factors which is about the role of government and other agencies. Relative to this categorization, Mulengeki (2005) observes that in the Tanzania reform context there are serious shortcomings because the players at school level lack capacities for effective implementation. According to him, the majority of these players fail to analyse their local environments because they do not have adequate knowledge, skills and competences for planning and monitoring the school programmes.

The local category of factors analyzes the social conditions of change, the organization in which people work, and the planned and unplanned events and activities that influence the productivity of change. Fullan (op.cit) sees this as involving complex system-oriented innovations for changing the organizational culture as a whole. This in turn, would involve all school level educational players who include the classroom teachers, the heads of schools, committee and board members and the educational support staff at district and regional levels. 

On all these, the effectiveness of any innovation would require ensuring that they were first transformed into “…the right people, with the right skills, in the right positions.” This further called for HR strategic planning in the reform process, which would enable the organization to clearly put down what they were, where they wanted to go, and how they planned to get there (USOPM, 1999:8-15). Although both PEDP and SEDP were silent on this effect, Mulengeki (op.cit) observes in his study for example, that about only a half of the teachers in the sample had the required levels of training for primary school teaching, and no strategy was in place for any efficient in-service training to cope with reform objectives. 

The members of school committees were lacking reform monitoring skills, particularly in areas such as knowledge of education businesses, the education law and tracking of own progress, judging and improving individual performances. These observations suggest that an HR plan was necessary for the teachers and school committee members for efficient involvement in the reform process. Both Caldwell and Hayward (1998) on one hand and Fullan (1991) on the other hand, concede that for education reforms’ achievement of desired change and improved learning outcomes, involved players must act differently for students to learn differently. In order to do it differently, they required training and management processes which foster sustained professional development, and shifts in beliefs and teaching styles.
The Classroom Teachers
There are a number of factors which would usually block teachers from successful participation in reforms (Caldwell and Hayward 1998, Fullan 1991 and URT 1993). The frequently mentioned are:

	The way manpower planning for the teaching profession is done
This requires the more strategic approach which would define the projected changes in terms of scale and types of activities to be carried out, and identification of core competences required to achieve the goals. It must cover both quantity and quality aspects of the competences. Armstrong (2006) looks at such human resource planning as a process which can effectively ensure employee participation if it identifies and acquire right number of people with proper skills, motivate them to achieve high performance, and create interactive links between corporate and people-planning objectives.

	The way teachers recruitment and selection are done
If they define the new requirements, clarify descriptions and specification of roles and revise the terms and conditions of the service which must agree with new requirements for example, at all levels, description of teaching role transcending beyond the normal class-room so as to merge the theories learnt in class-rooms with practices at home and the larger society etc. Will ensure the participation of teachers in the change process.

	 The process also requires assessment of the various sources of applicants to the teaching profession, and the factors which would hinder the highest school achievers from applying to join the profession. The analysis requires looking at a number of things including the reputation of teaching as a career, pay structures, employee benefits and working conditions, intrinsic interest to the job, security of employment, opportunities for education and training, career prospects and location of schools where teachers are posted. Participation is enhanced if selection therefore ensures competent, motivated and ‘fit-into-the-job’ individuals are recruited and retained in the profession and schools.
 
	The way teacher training and development are organized
This would ensure effective participation if it was forward looking and fitting the teachers to take up extra responsibilities, increasing all-round competences, equipping them to deal with new work demands, multiskilling and preparing them to take on higher levels of responsibilities in the future. The task force which studied the situation found that teacher education was not giving due prominence to development and acquisition of innovative teaching methods which are ideal for nurturing the students’ inquiry mind and problem solving skills (URT, 1993). Teacher training in this change process was therefore required to ensure students would learn differently for improved outcomes. 

	The way teacher performance is managed
The way a reform sets to manage the performance of individuals involved determines the likelihood of its achievement of organizational objectives. Performance management is defined by Armstrong (2006) as a systematic process for improving organizational performance by developing the performances of individuals and teams. As such, teachers would effectively participate in reforms if it ensured that their performance was managed in a way which seeks to coach, guide, motivate and reward individuals, and therefore unleash their potentials to improve the organizational performance. This suggests that the reforms were to get rid of the traditional Education Form No. 117 (EF. 117) and ensuing performance appraisal which was involving the assessment and rating of teachers secretly by their managers. 

	The way rewards are managed
This refers to formulation and implementation of strategies and policies which compensate teachers fairly, equitably and consistently in accordance with their value to the employment, and thus help the organization to achieve its strategic goals. Rewards are accorded a variety of expressions depending on what the packages constitute and intend to satisfy. According to Armstrong (2006) these could be total reward, total remuneration, basic or contingent pays, employment benefits or non-financial rewards. Total reward is often considered the most equitable to employees, including teachers, because it maximizes motivation to employees and increases their commitment to the job (O’Neal 1998, Thompson 2002, Manus and Graham 2003, Armstrong 2006), by including all types of rewards, i.e. direct as well as indirect, intrinsic as well as extrinsic.    

Fullan (op.cit) therefore summarizes that teachers would prefer an educational change which among other things addressed their perceived needs for professional growth and students’ improved learning. Teachers would also participate effectively in change processes which clearly spelt what they were required to do, as well as the ways they would be affected in terms of time, energy, skills, sense of excitement and competences. As the ETP document also shows (URT, 1995:31) it was important to ensure that concerns of low and irregular salary payments, lack of proper housing, inadequate teaching facilities, and low status accorded to teachers as well as the limited opportunities for professional development were included in the package to propel teachers into effective participation.

THE HEADS OF SCHOOLS
  
The heads of schools according to Fullan (1991) are the gate-keepers of change in their schools. They are middle managers performing both leadership and managerial functions at school level. As leaders on one hand, they must be able to articulate the mission, direction and inspiration to the participants. As managers on the other hand, they must be able to design and carry out plans, get things done, and work effectively with the teachers and other people. However, he cites the observations by Duke (1988) that significant number of heads of schools now and again thought of quitting the career due to fatigue and awareness of personal and career choice limitations. This brings him to conclusion that the role of the heads of schools needs to be stabilized, particularly in the areas of recruitment and induction, role constraints and psychic rewards, system standardization and career contingencies for them to carry out their duties well.
As pointed out earlier reforms are about change which in the context of schools must be managed by respective heads in those schools. The change management roles and responsibilities of the heads of schools demanded a stable induction phase. According to Armstrong (2006) inductions provide basic information needed by new recruits to settle down quickly and happily take up work. They smoothen the preliminary stages when everything is likely to be strange and unfamiliar to these new recruits as novices. The heads of schools would therefore want to participate in reforms coupled with induction phases which: 
	Quickly establishes favourable attitude to the envisioned change in their minds. This would make them likely to stay and carry out changes in their schools. Specifically, inductions were needed for increasing the heads of schools’ commitments and make them prepared to work hard for the desired changes. 

	Presents respective change objectives as worth striving for and ensuring that such first impression would be reinforced. 

	Enables the system to obtain effective outputs from the heads of schools and other employees in shortest possible time, and reduces the likelihood of employees leaving quickly. This is if inductions clarified the psychological contracts between the employees and their employers. Psychological contracts in this context refer to implicit, unwritten beliefs and assumptions about the ways employees are expected to behave and the responses they can expect from employers. Such beliefs and assumptions are important for providing the basis for the employment relationships and ‘the way things are done around here’. The more this can be clarified from the outset, the better.

Senge’s (1990) discussion about system structures shows that they tend to cause their own crises. Heads of schools and others involved in reforms are effective if they realize their potentials as important leverages in making decisions and formulating policies, as systems’ integral elements for whatever outcome. They must realize the importance of system structures in influencing behaviour, and that these structures are subtle. They must also understand that leverages often come from new ways of thinking, which in turn requires them to be provided with knowledge, understanding and various skills in the change process. These may include such skills as planning, research, mobilization, change-management and human relations. That is why Fullan (op.cit) argues that the heads of schools would cope with changes in a social system if they were either taught desirable behaviours or replaced by new members with desirable characteristics. Since ‘change’ is a constant characteristic of social systems that we cannot replace staff every time there is change, the first alternative becomes a viable option. 

Armstrong (op.cit) presents the models by Lewin (1951) and Beckhard (1969) which conceived change management as involving the analysis of various realities. In these models, the factors of change are important because they partially inform on the type of skills required by managers, including the heads of schools. This understanding influenced the ideas of theorists coming thereafter (Thurley 1979, Quinn 1980, Nadler and Tushman 1980, Bandura 1986, Beer et al 1990) to show that management of change at organizational level required skills which facilitate leadership, visioning, training, coordination, motivation, analysis and monitoring. This is demonstrated in a model by Beer et al which is based on the assumption that a change in behaviour is usually preceded by change in attitude. It asserts that the most effective way to change behaviour is to put people in a new organizational context which imposes new roles, responsibilities and relationships. This in turn creates a situation which compels new attitudes and behaviours on people. 

The theory advocates change management by task alignments, referring to the reorganization of employees’ roles, responsibilities and relationships for solving specific work problems in small units where goals and tasks are clearly defined. They refer to this as building a self-reinforcing cycle of commitment, coordination and competence. In relation to the heads of schools and management of change, the model could imply six overlapping considerations, all of which demand the possession of some skills. The reform process was therefore required to: 
	Enable the heads of schools to mobilize commitment to change through joint analysis of problems (leadership and organizational skills). 

	Develop shared visions for organization and management towards achievement of goals (leadership skills). 

	Foster consensus for the new vision, competence as well as cohesion to move it along (organizational, training/ capacity building skills). 

	Spread revitalization to all departments without forcing it onto them, but letting each department find its own way for the new ways of doing things (leadership, management skills). 

	Institutionalize revitalization through formal policies, systems and structures (management skills). 

	Enable monitoring and adjustment of strategies in response to problems in the revitalization process (analytical skills).

School Committees and Boards 
Fullan (op.cit) laments that the school committees and boards were forgotten players on the education team, although the educational change required them to be carefully selected and strengthened. These were one form of structures for parents’ (non-instructional) involvement in schools. Other forms include direct involvements, for example as volunteers or assistants; involvement in learning activities at home, and involvement in home/community-school relations. He further identifies the factors for effective committees and boards which can easily be translated to our context: 
	Precise and monitored legislations regarding the forms of parent involvement. In Tanzania, the Education Act No. 25 of 1978 as amended by Act No. 10 of 1995 stipulates the functions of school committees and boards, and the environment under which their effectiveness would be assessed. Committee effectiveness would depend on the extent they ensured the integration of the school into the community, promotion of self-reliance, welfare of pupils/students and teachers, and promotion and development of the school as a centre for provision of education to the community.   
	Regional and district commitment to community involvement in the schools’ day to day practice, as well as active pursuance of that goal through provision of assistance and frequent school visits. 

	Regional and/or district provision of parent involvement training to committees and boards, and facilitation of involvement through active parent coordinators.

Mulengeki (2005) reports the prevalence of insufficient exposure and participation-related knowledge and skills among local communities in Tanzania, including the school committee and board members. Specifically, his study singled out knowledge of the education law, the education business, and rights and obligations of committee members as the critical requirements for the members’ competent participation in the issues of access, quality and relevance of school programmes. The members were failing to analyze the reform plans, and strategize for classroom constructions, community obligations and contributions in legal contexts. The members also failed to align the reform plans in their day to day responsibilities as players in school development. Related to extent of exposure of committee members, Fullan (op.cit) adopts a study by Danzberger et al (1987) to conclude that trustees in more successful boards were those considerably more knowledgeable about district programmes and practice, with clear sense of what they wanted to accomplish based on sets of firmly held values and beliefs, and who engaged in activities which provided them with opportunities to articulate these values and beliefs. This therefore suggests a conclusion that committees and boards would be effectively involved in managing changes at school level if: 
	Members were assisted with skills to gather accurate information about the system they were trying to change. The ESDP document (URT 2006) shows the government intention to build capacity regarding sensitization and dissemination of educational information, education and communication (IEC) to the whole public and stakeholders. However, the programme review reports (URT 2003) do not address the issue, nor do they show evidences that these requisite skills were provided to committee and board members. 

	They are given the mastery of various techniques for intervening skillfully, and capacity to ensure that they function effectively as groups. The PEDP review report (URT 2003) notes that after three years participation in the programme, some district councils were yet to bring on board the school committees to effectively ensure accountability of funds sent to schools. 

	The groups are proactive rather than reactive in their analysis to problems and solutions. 

	They work more actively and interactively with superintendents at regional and district administrations who are critical sources for initiating innovations at school level.

REGIONAL AND DISTRICT SUPPORT
Fullan (op.cit) writes that the behaviour of superintendents in the regional and district offices is usually dominated by managerial and political rather than instructional roles. He lists some of the tasks these superintendents must take in order to lead the development and execution of the whole system that explicitly addresses the causes of change at district, school down to the classroom levels, whether the motive is managerial, political or instructional. These tasks include: 
	Increasing the basic capacity of the system to effectively manage change. 
	Introducing change at local and school levels, even when the source of change is elsewhere in the system. 
	Leading the process that tests out the need and priority of change. 
	Determining the potential appropriateness of the innovation. 
	Clarifying, supporting and insisting on the role of the heads of schools and other administrators as central to implementation.
	
In Armstrong’s (2006) conception of organizational leadership, superintendents in the regional and district offices are required to go beyond dealing with day-to-day management of problems in the schools. They must be able to commit people to actions and focus on the development of new levels of awareness where the future lies, and commitment to achieving that future. In that effect, Fullan (op.cit) quotes Kotter (1995) to sum up eight considerations required by the leaderships of transforming organizations. These include: 
	Establishing a sense of urgency by identifying and discussing crises, potential crises or major opportunities. 
	Formation of powerful guiding coalitions by assembly of groups with enough power to the change effort and encouraging them to work together as teams. 
	Creating a vision which directs the change efforts, and developing strategies for achieving that vision. 
	Communicating to participants and stakeholders using every means possible, the new vision and strategies. The leadership must also teach the new behaviours by examples through the guiding coalitions. 
	Empowering others to act on new visions by getting rid of obstacles to change, changing the systems and structures that seriously undermine the vision and encouraging risk taking and non-traditional ideas, activities and actions. 
	Planning for and creating short-term wins demonstrated by visible performance improvements, recognition and rewarding of employees involved in those improvements. 
	Consolidating improvements and producing still more change. 
	Institutionalization of new approaches by articulating the new behaviour and corporate success as well as developing the means to ensure leadership development and succession.
	
As an entity, staff at district and regional levels must provide specific implementation pressure and support in order to facilitate change (Huberman and Miles, 1984). Here, in the context of Tanzania, the regional and district level support come in as appointees and agents of the central level management of the system. The elements these staff have to address include the provision of direct implementation support in form of quality materials, in-service training, one-to-one technical help and opportunity for peer interaction. They must also ensure that the process allows for certain redefinition and adaptation of the innovation at local level, communicate with and maintain the support of parents and the school boards, and sets up an information gathering system to monitor and correct implementation problems. Fullan (op.cit) summarizes the desirable characteristics for the regional and district staff in education reforms, which clearly show the miscalculations in the education reform practices of Tanzania:
	Focus on instructions, teaching and learning. This is contrasted to the leadership focus on first-order changes in Tanzania which have not enabled students to learn differently for improved outcomes. The major focus has been on the quantities of classrooms, furniture and textbooks.

	Creation of collaborative teacher professionalism conditions at classroom level. This is contrasted to the in-service teacher training strategy in Tanzanian reforms which did not provide alternative teaching approaches (strategies/activities) or pedagogical assumptions (beliefs) for students’ improved learning. Actual classroom interactions and practices were never the focus of change. Therefore the teaching approaches and pedagogical assumptions remained the same. 

	Efficient mobilization of parents and communities. This is contrasted to low commitment and inactive pursuance demonstrated by the district and regional educational staff in Tanzania, the extent they provided assistance and training, and the extent committees and boards were given practical capacities to skillfully intervene in school change processes.

	Readiness to use the regional and district resources to hire, promote and support for the right people, with the right skills, in the right positions. This is contrasted to the extent the district and regional administrations in Tanzania were able to ensure various positions under their jurisdictions were filled by competent players to bring out desired outcomes. For example, the extent the heads of schools are trained for competence in leadership and managerial responsibilities for specific learning outcomes, e.g. culture-for-job-creation, merge of theory and practice, and day to day application of acquired knowledge and skills. These partially provide data for the district and or regional readiness to participate in programmes for change. 





The discussion has examined and described the importance of aligning the school level human factor in the conduct and management of education reforms. On the bases of empirical data from relevant studies and literature, it underscores the importance of various variables such as people, resources, accountability and curriculum, as leverages in the reform process. Emphasis is placed on the human dimension partly because majority of reform processes tend to concentrate on hard non- human elements. Moreover, in the case of Tanzanian education reforms, the reviews so far conducted indicate that the process is not adequately meeting intended objectives because it focuses on first-order changes which do not alter fundamental ways of doing things. The human resources who are both the cause and reasons for changes are not adequately considered and enabled to initiate and participate in this process. At school level, the involvement and participation of critical actors supposedly facilitating desired quality changes are partly ignored, consequently compounding the development and involvement of requisite soft elements in the reforms. It is the soft elements in the reform process which are more related to education quality issues than the hard element counterpart. 
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Before the implementation of Secondary Education development Plan (SEDP) in 2004, Tanzania had the lowest transition rate of primary school leavers to secondary education when compared to other countries of Central, Eastern and Southern Africa. To advance in this area of secondary education, Tanzania decided to make some changes in the former SEDP plan by requesting the public to build– at least one secondary school in each administrative ward, to enable each student who passes the Primary School Leaving Examination (PSLE) is provided a chance in Form One of secondary education.  By 2008, the transition rate from primary to secondary schools was 51.6% and this was above the former rate of 50% which was planned to be achieved at the first phase of SEDP (MoEVT, 2009).  This achievement has been made possible because the majority joins community secondary schools (CSS) which are constructed at ward level.  What is not yet established is whether the nation is achieving its aim of offering secondary education to the increased population or it is just secondary schooling.  

EXPANSION OF GOVERNMENT SCHOOLS THROUGH COMMUNITY SECONDARY SCHOOLS (CSS)

At independence in 1961, Tanzania had 13 government owned and 20 religious and Indian community owned secondary schools.  The government was not able to build more secondary schools and in 1969/70 it nationalised all private schools that were receiving the government grant (Ishumi, 1994).  Few additional state schools which were built after independence were financed by development partners such the government of Cuba which assisted in building several agriculture secondary schools from the mid 1970s.  During this period, the emphasis of the government was on primary and adult education and expansion of secondary education was left to be guided by the human resource requirements in the modern sector of the economy (Babyegeya, 2000; Ishumi, 1994). 

However, as a result of expansion of primary education under the Universal Primary Education (UPE) policy proclaimed in the Musoma Resolution of 1974, the pressure to the government to expand secondary education increased (Samof, 1991).  With the declining national economy in the 1980s, the government resorted to the use of local communities to expand state owned secondary schools through the CSS system.    

Community secondary schools as part of the state owned secondary schools in Tanzania started in 1986 when local governments were requested to mobilise resources and build at least one secondary school in each district.  After construction, the district authority had to hand the school to the central government to run it by providing teachers and their salaries, teaching and learning materials and other running costs.  This was a strategy of the Government to increase the state owned secondary school system.  Table 1 shows that, without community secondary schools the government secondary school system is just one eighth of secondary schools in Tanzania.  Now with CSS, the government system becomes the major provider of secondary education in Tanzania. For every one non-governmental secondary school, there are thirteen government secondary schools, community secondary schools taking the lion’s share of more than 76% of the secondary school system in Tanzania by January 2008.  

By January 2009, community secondary schools increased by 22% making this system to comprise 3,191 out of 3,283 government secondary schools (MoEVT, 2009).

THE PROBLEM  

In order for any secondary school to implement the intended curriculum, a number of things should be put in place. Including the infrastructure – such as classrooms and laboratories, other physical facilities, teaching-learning materials, qualified students and teachers.  Of these, human resources (teachers and students) are basic.  Teaching and learning can take place if there are effective teachers and motivated learners even if some of the other facilities are inadequate.  With the absence of sufficient teachers in schools, very little intended/planned teaching and learning will take place.  


























Key: GS - Government Schools; PS – private schools; CSS – Community Schools; SM – Seminaries 

The call to build community secondary schools at each ward level was revitalized by the government in 2006.   By 2008, almost all wards in most of the regions had constructed secondary schools and students already selected to join these schools.  Up to 2005, the government had no clear plan of increasing the number of teachers in secondary schools to meet the expanded community secondary school system.  As such, students were admitted in community secondary schools that had no sufficient teachers to implement the curriculum.  One would need to establish the effect of shortage of teachers and other factors prevailing in community secondary schools, such as the shortage of some of the basic facilities, to the teaching and learning in community secondary schools.   If there is no sufficient teaching taking place, one would need to know the substitute activities students are engaged during class hours.  In other words, we need to know if students are attending school without learning what they were supposed to learn, or they are learning things not intended for them.  Showing this differently, the study wanted to assess the amount of teaching and learning which is taking place in these schools (curriculum implemented) and compare it with what was supposed to be taught (the intended curriculum) and discover how students in community secondary schools are using instructional time and examine the implication of such scenario to learners, communities and the society at large.    

THE OBJECTIVES AND RESEARCH QUESTIONS

The study aimed at discovering the extent to which the curriculum is being implemented in community secondary school.  Specifically, the study had the following objectives:  
	To find out the amount of the secondary education curriculum which is being implemented in community secondary schools characterised with shortage of teachers and other basic teaching and learning resources.  
Guided question: To what extent is secondary education curriculum covered in community secondary schools?  

	To explore how students in community secondary schools, characterised with shortage of teachers and other basic teaching and learning resources, are using instructional time without teachers. 
Guiding question: In what activities are students engaged in during class hours when there are no teachers?

	To examine the perceived effects of such a situation to the students, the community and the society.  
Guiding question:  What are the short and long term effects of untaught part of the school curriculum to students, communities and the society at large?   

SIGNIFICANCE OF THE STUDY

The findings are the eye opener to communities and other stakeholders on the effect of students going to school without being attended effectively because of shortage of teachers.  The study also shows the importance of helping students remain active during the entire period their stay in school.  Teachers in understaffed schools need to see the importance of applying appropriate strategies of keeping students busy by providing them substitute activities that will engage them in thinking and in making use of other intellectual skills instead of leaving them to loiter.   The findings may stimulate ideas of how to bridge the gap for the students who have gone through the secondary school system but who may need special secondary education packages to fill in gaps caused by shortage of teachers when they were schooling.   
THE METHODOLOGY 

Community secondary schools are found in all regions in Tanzania and for some of rural areas, they are the only available institutions that provide secondary education.  As such the population of this study is community secondary schools.  This study concentrated on rural community secondary schools.  To capture and understand what is taking place in community secondary schools, a combination of research methods were used.  The survey design was used together with case study design.  The survey design was used to find out the distribution of teachers in community secondary schools and the availability of basic teaching and learning facilities.  The case study design was used to study in depth of how students were using instructional time in the absence of sufficient teachers.  Furthermore, cases were used to study the outcome of students who experienced such shortage of teachers. As such, the study was both quantitative and qualitative.  

During, the survey, 10 regions were randomly selected and from each region, five schools were also randomly selected after establishing the cluster of rural schools that have reached Form two by January 2008 in each region.  Questionnaires were used to gather information in the survey.  Licensed teachers who are undertaking undergraduate studies in The Open University of Tanzania were used as research assistants in data collection. Intended questionnaires were all returned.  Since the majority of licensed teachers teach in rural schools, it was easy to get the information from five schools from the ten randomly selected regions during the survey.  The questionnaires were filled in December 2008.  


Table 2: Participants from Twenty Case Schools 














After the interpretation of the questionnaire from 50 schools, two case schools were purposively selected from each region making the total of 20 case schools.  Case studies were conducted between February and November 2009.  In each of the twenty case schools, the researcher had discussions/interviews with heads of schools, some teachers, students and parents/community members.  Formal and informal interviews/discussions, documentations and observation were the major techniques used to collect data.  Table 1 shows the number of participants in case study schools from each region. 

Survey data obtained through the questionnaire were tabulated and simple statistics of means and percentages were calculated.  Data obtained from formal and informal interviews and documents data were thematically organised according to research objectives.   One of the research ethics is the respect of respondents’ privacy and the minimization of risks or danger that could face participants (Merriam, 1998).  To fulfil this requirement, case study schools have been given letters throughout this report instead of their proper names.  
   
LITERATURE REVIEW 

Most of developing countries, including Tanzania, inherited the education systems which were selective and elitist in nature (Malechela, 1988).  These systems were pyramidal with a relative substantive number of students at primary school level, very few students at secondary level and negligible number above secondary school level.  With independence, most of African countries planned expansion of secondary and higher education using the ‘manpower requirement approach’ which requires planners of education to depend on the projected needs of employment in the modern sector of the economy (Forojara, 1993).  Since the development of the modern sector of the economy was slow, secondary and tertiary education was also growing at a slow pace.  In Tanzania, nationalisation of private secondary schools in 1969/70 stiffened further the slow expansion trend of secondary and higher education since the government remained the sole provider of education, from primary to tertiary level (Ishumi, 1994; Samof, 1991). 

The 1980s noticed the public demand of secondary education (Ishumi, Malekela, Biswalo and Bwatwa, 1985) and the government allowed the private sector to establish and run secondary schools (Masud, 1999; Samof, 1991).  The number of private secondary school system increased faster and surpassed the number of public secondary schools in the period between 1980 and 1993.  With declining trend of government recurrent budget to education which dropped from 11.7% in 1983/4 to 2.5% in 1995/6 (MOEC, 2001) and absence of development budget, the government could not afford, not only to expand its secondary school system using its budget money, but also it failed to provide adequate resources to its schools (Ishumi, 1994).   

It should be borne in mind that from the mid 1970s to the 1980s, the government allowed reluctantly establishment of private secondary schools (Samof, 1991) and in the mid 1980s, the government came out with a strategy of expanding the government school system of secondary education without using the central government budget.  With socialist policies which were prevailing in Tanzania from 1967, the private sector could not be trusted when schools were to inculcate socialist attitudes to students (Babyegeya, 2000). During the same period, the Institute of Adult Education (IAE) started distance secondary education programme to try to quench the public thirsty of secondary education starting from the mid 1970s.  Later in the mid 1980s the IAE started evening secondary education classes to compliment distance secondary education (Mushi, 1998).  Urban centres benefited more from this programme than rural areas.  

Through the 1980s up to 1993, the private secondary school system was the major provider of secondary education in Tanzania.  During this period, the private system was characterised with poor resources of both human and the infrastructure (Ishumi, 1994; Masud, 1999).  Performance in private schools was generally poor if compared to government owned secondary schools which continued to be elitist.   The trend started to change from the mid 1990s and private secondary schools started to perform better than the majority of government secondary schools.  Community Secondary Schools are observed to be the cause of change in the 1960s to the 1990s equilibrium (NECTA 2008; 2009).

Conceptual Framework 
Learning, performance and achievement of students are highly influenced by three major factors which include: (i) students’ motivation and background (self-esteem and self-efficacy of students); (ii) availability of competent teachers and adequate teaching and learning resources; and (iii) the effectiveness of the teaching and learning process (Byers, Childs and Laine, 1994; Joyce and Weil, 1996; Sharan, et.al., 1999).  On the other hand, student motivation and effective use of physical resources depend on the effectiveness of teachers on three interdependent elements: time spent on teaching and learning, the extent to which learners are effectively involved in the teaching and learning process; and the amount of learning experiences the student has been exposed to, i.e., the coverage of the school core curriculum (Bernstein, 1991; Kelly, 1997; Linde, 1993; Lundgren, 1993; Sharan, et. al., 1999).  

A close examination of factors influencing learning, performance and achievement of students and factors for effective teaching has an emphasis on competent teachers who are using appropriate teaching methods and effective use of teaching and learning materials.  In other words, provision of appropriate education will much depend on the availability of appropriate and adequate teaching-learning materials and competent teachers.  The quality of teaching and learning and provision of quality education in Community Secondary Schools will largely depend on the availability of competent teachers and adequate teaching and learning equipment and materials.          
   
THE FINDINGS AND THE DISCUSSION 

Findings of the study will be presented and discussed under this section.  In the first place we shall see enrolments in these schools compared to the number of teachers.   Then we shall see how these schools are struggling to cope with this challenge of shortage of teachers and this will be followed by a discussion on curriculum implementation and learning in these schools.  The fourth part of this section will be on the felt effect of this situation by communities and other stakeholders.   

Community Secondary Schools: Something is better than nothing  
With expansion of community secondary schools to the ward level, enrolment in state owned secondary schools has increased tremendously.  According to the national data (MoEVT, 2009), the percentage of students selected to join Form One in government schools has increased from 20.09% in 2004 to 51.6% in 2008.  Government secondary schools have increased from 852 to 3,283 in 2009.  Enrolment in Form One has increased from 47,490 in 2004 to 480,529 in the same period.  These are unquestionable achievements in the provision of secondary education in Tanzania.  Although there is no official data of enrolment in community secondary schools that exist, it goes without saying that the majority of Tanzanian students in secondary schools are in community secondary schools.  

These successes have been appreciated by Tanzanians especially those in rural areas.  In many discussions with parents and community members in case schools, it is apparent that most of them appraise the government’s efforts to establish at least one secondary school in each ward.  In four case schools, parents said that before the establishment of community secondary schools no student was selected to join secondary education from their village primary schools for the past four years.   In another eleven case schools, parents said that their primary schools used to get not more than two students to be selected to join secondary education.  One parent had this to say:
In our village, secondary education was like passing through the eye of a needle. Before our [community] secondary school started in 2007, we were expecting one student, or nothing to be selected to join secondary education annually. Now look, more than twenty students were selected last year (2008).

This is an indication that in most parts of Tanzania, especially in rural areas, community secondary schools are observed as the only solution towards democratization of secondary education in Tanzania and the only option to the majority who, for many years, could not obtain secondary education for their children.  

Some parents went as far as saying that the possibility of making a significant number of primary school leavers be provided with opportunity of schooling is, by itself, a success.  One parent had this to say:
Our children are kept busy instead of staying idle, doing nothing.  They finish standard seven while young to engage effectively in productive work.  Four years will make them mature and, of course, with more knowledge despite few teachers in our school.  Something is better than nothing.  

This perception of the gains of community secondary schools is shared by the majority of community members in rural areas despite big problems facing these schools which include the shortage of teachers and some of the basic infrastructure.   

On the other hand, the majority of teachers had different perceptions of community secondary schools from those of parents.  Some teachers are saying that the government is cheating rural communities by giving them hope that their children are getting secondary education while they are not.  One teacher had this to say:
We are only three teachers taking care of more than 150 students of Forms One and Two in four streams.  At any particular time, one class has no teacher. We are trying to combine two or three streams as a strategy of ensuring that every student is kept busy.  When it comes to teaching of subjects, our school does not have Mathematics, Physics, chemistry and English teachers.  The one assisting to teach mathematics is a Form Six leaver.  My judgment is that only one third of secondary education is provided to our students. Is this fair for the government to boast success on numbers of students and schools that have no teachers and the necessary teachers and learning resources?  

Another teacher from another school commented that rural areas that are served by community secondary schools will continue to lag behind in terms of education since “there is no equity in terms of quality of education between rural and urban schools”.  He argued that urban schools are relatively highly resourced when compared to rural secondary schools that are mainly community secondary schools.  He argued that rural schools depend on teachers and have fewer learning support outside the school.  Another teacher observed that shortage of teachers and learning resources in community secondary schools will persist since no government officer’s child who is studying in community secondary schools.  She said that policy makers cannot feel the pinch of poor teaching and learning environment in community secondary schools since their children are not there.  She challenged the author of this paper to make a research that will “definitely” confirm that no children of any head of a department at a district level and above who is studying in community secondary school.  The following was her conclusion: 
Community secondary schools are for the poor who will continue to get poor education and this will ensure that children of the rulers will in future become rulers because they attend schools for the elites, the academies and the English medium schools which have enough teachers and sufficient teaching and learning materials.  Education in Tanzania is now used to maintain the status quo of rulers and the ruled”.

In general, the majority of teachers in the case community secondary schools were of the opinion that the shortage of teachers and the basic teaching and learning facilities in their schools are making students to be partially educated, the situation which is observed by some teachers as producing what one teacher called the educationally stunted generation.   “If a child is given poor or insufficient education, he or she will be mentally malnourished and this will result into educationally stunted citizens of tomorrow”.  

The teachers were of the new that no quality education that can be provided if schools have no sufficient teachers supported by conducive teaching and learning environment.  The question is: what is the situation in community secondary schools in terms of teachers and teaching learning facilities and equipments?  These remarks are answered in the following sections.  

Shortage of Teachers in Community Secondary Schools and its Effect
Table 3 shows the number of teachers available in each school in the survey and their qualifications.  The survey involved 50 Schools with 340 streams, 13,351 students and 323 teachers and the average pupil-teacher ratio (PTR) was 1:41.  This is below the national average of 1:49.  On this ground one can say that teachers in community secondary schools in this study were found reasonable and satisfactory.   According to these data at least each class has a teacher to attend, although some classes were found to be of very large size.  However, in some schools, the situation was serious reaching the ratio of 1:61.  

The ideal PTR in secondary schools is supposed to be 1:35.  If this parameter is applied to schools in the survey, 43 schools have the PTR above the norm.  Also, if government schools in which community secondary schools belong are compared to the PTR of private secondary schools of 1:23, it is found that the government sector does not fare well.  In general, community secondary schools are overcrowded, a situation which will be made clearer later when discussing the distribution of teachers according to subjects of specialization.  

In some schools, the PTR is observed reasonable because of the use of under-qualified teachers who are simply Form Six leavers without any teacher training and some primary school teachers who are basically Form Four leavers (e.g., school D in Kilimanjaro region, schools B and E in Mara region, school B in Manyara region and school A in Kagera region).   

The question that needs a close scrutiny is how teachers are distributed according to qualifications in relation to the demands of the curriculum (Table 3).  Two categories of teachers seem to be dominant in these schools: licensed teachers (45%) and diploma teachers (40%).  Licensed teachers are Form Six leavers who went through the three weeks teaching induction programme before they were deployed to teach in secondary schools.  In addition, the majority of licensed teachers are going through the teaching degree programme as distance learners in The Open University of Tanzania.  About 637 licensed teachers nationwide are in this programme.  Diploma teachers are those who, after Form Six, go through the two years pre-service training programme.  Graduate teachers comprise only 4% percent of teachers in community secondary schools.  The Education and Training Policy (MoEVT, 1995) require the teaching staff at ordinary level secondary schools to be fifty percent graduates and fifty percent diploma holders.  The findings shows that all community secondary schools are poorly staffed.    





Table 3:	Enrolment in relation to Teachers in Sampled Community Secondary Schools 





















































% of Teachers according to qualifications	7	2	24	16	1	2	0	21	24	3	100	
Key: ut = untrained teachers; ct = certificate teachers; it = licensed teachers; dt = diploma teachers and gt = graduates 


Table 4: Teachers’ Workload in Surveyed Community Secondary Schools  




























Sourc: Survey data 

If the total periods that are supposed to be taught per week are compared to the number of teachers in community secondary schools, this shortage of teachers becomes apparent.  According to the available teaching force each teacher can teach an average of 30 periods per week instead of 39 periods that can cover the entire core curriculum.  This means that an average of nine subjects is not taught per week per class.  The survey data shows that about 40% of 340 streams are not taught and for every subject an average of 1395 students are not taught because of the shortage teachers in community secondary schools (Table 5).  

The subjects and the number of affected students (in brackets) include Physics (3672), Mathematics (3,054), English (1,868), Chemistry (1,787), Biology (1,601), Kiswahili (1,357), Geography (556) and History (258) (Table 5).

Table 5:	Examinable Subject not taught because of shortage of teachers in Surveyed Community Secondary Schools (Total enrolment = 13,351)














Students are most affected in mathematics and science subjects of physics, chemistry and biology and in languages (English and Kiswahili), which are key subjects because one is the medium of instructions in secondary schools (English) and the other (Kiswahili) is the most spoken and the majority of students think in this language before expressing themselves in English. Ineffective teaching of language used as a medium of instruction (English) will affect students in building concepts and learning new knowledge in other subjects (Rubagumya, 2000).  Ignoring the language commonly used by students to smoothly express themselves (Kiswahili) is detrimental to their learning and adaptation to new environment (Obondo, 2000).  

Further analysis of distribution of teachers revealed that some schools have more teachers in a particular subject and have none in some subjects.   For example, seven schools were found to have more than required teachers of Kiswahili while four schools had less than the required number of teachers of Kiswahili and one school had no qualified Kiswahili teacher.  Uneven distribution of teachers was observed in subjects such as Kiswahili, English, History, Geography and Biology.  Both shortage and poor distribution of teachers contribute to ineffective implementation of the curriculum in community secondary schools.    
 
Schools are struggling, but with difficulties, to minimize the effect of shortage of teachers.  All heads of schools explained how they struggle to ensure that students are kept busy and that subjects that the school has no subject specialist teacher are taught.  In some schools, some teachers are requested to teach subjects that are not in their specialization.  In general, there are about three strategies used to minimize the effect of shortage of teachers.  These are: 
	Requesting some teachers to teach subjects they haven’t specialized;
	To request Form six leavers living in the locality of the school to teach subjects they passed in their Form Six examination.  Seven percent of science subject teachers and about one percent of arts subject teachers in surveyed schools are untrained Form Six leavers.  
	To ask primary school teachers (certificate) to assist teaching some of the subjects they feel they can teach in Form One and Two. They form 2% of teachers in surveyed schools.  
	Asking teachers to utilize subjects without teachers to teach their subjects.  

To these four strategies, the strategy of asking teachers to teach subjects they have not specialised is widely used (Table 6). 

Table 6 indicates that more than about 42% of 340 streams are taught by non-subject specialist teachers and for every subject an average of 1685 students are taught by non-subject specialist teachers.  Students taught by teachers who are not subject specialists include Mathematics (4,070), physics (3,698), Chemistry (2,414), English (1,517), Kiswahili (1,008), Biology (775), Geography (646), History (542) and Civics (496).  It seems that every subject has shortage of teachers, mathematics, physics and chemistry taking the lead.  Again, it is mathematics, science and languages subjects that are suffering of being taught by non-subject specialist teachers.   

Table 6:	Examinable subject being taught by non-subject specialist teachers in Surveyed Community Secondary Schools (Total enrolment = 13,351)












Source: Survey Data 

Asking teachers to shoulder more work and teach subjects not in their specialization is not quite easy.  “As long as we have no power to provide incentives, it remains on the willingness of individual teachers to take extra work”, one headmistress said.  Another Head said that their School Board has authorized the use of part of school fund to provide lunch to teachers who have accepted to shoulder more workload.  Nine case schools were found to use this strategy as an incentive to teachers who accept to teach subjects over and above their normal workload.    Despite these good efforts to ensure the curriculum is implemented, a number of questions remain unanswered.  How effective are non-subject specialists?  How effective is the teacher who is overloaded?  What are the effects of such practices to the curriculum implementation?   Some of these questions will be answered in the following paragraphs.  

In all case schools, teachers complained of heavy workload.  Some teachers are in the class from the morning to the end of the day, teaching large size classes and sometimes teaching subjects not in their specialization.  Some teachers complained of large size classes because they are forced to combine up to four streams at a go.  Such practices make teachers inefficient when it comes to teaching strategies and marking of students exercise books.  “You cannot mark all exercise books but we do group marking”, one teacher said.  He explained that students are sometimes asked to exchange their exercise books and the teacher puts answers on the board so that students can mark themselves.  “We mark the answer and not the procedure and I think we are not effective in helping students in their individual learning problems” another teacher said.    

On preparations, some teachers confessed of not making preparation for all subjects they are supposed to teach.  “How can you prepare for nine periods a day?  I simply prepare for two to three periods and the rest I use my commonsense”, one teacher said.  It seems that if teachers are given many subjects to teach, they select what to teach and what not to teach.  Periods that are not planned for are definitely not well taught.  In fact, some teachers admitted that their head teachers forced them to teach some subjects they are not ready to teach because they are not of their specialization.  

Furthermore, it was discovered that teachers with large classes resort to lecturing and note taking. Each participating teacher in sample schools was asked to honestly state one dominant teaching method he/she uses in teaching large classes.  Table 7 is a summary of responses of teachers on the question that required them to explain how they manage teaching in large classes (combined streams).  The table shows that the majority of teachers use teacher centered methods to teach large classes and this result to passive and rote learning.  Few teacher use methods that involve students in learning and large size classes make teachers not creative to involve their students in learning

Licensed OUT students teachers also complained of having no time for their studies since they are teaching all the time, marking and making preparations.  “How do you prepare and teach seven lessons a day, mark over 150 exercise books and still have time for study?  This situation will definitely contribute for our poor performance or failure”, one licensed teacher complained.  Some licensed teachers had a different approach to this problem.  They said to put less effort in teaching so that they can concentrate on their studies.  “We are not employed as teachers but as unskilled labourers and our names are written by pencil.  If you are not wise to spare energy for study and, instead, teach all these subjects you are allocated to, you may end up loosing the job”, one licensed teacher said. 

Table 7: Strategies used by teachers to handle large classes 

Response	No. of Teachers	%
Lecturing followed by exercises and/or note taking 	13	31
Giving students notes 	9	23
Assignment followed by group marking 	5	13
Group assignment followed by presentation 	4	10
Silent (individual) studying followed by exercises 	2	5
Group discussions followed by individual exercise 	3	8
Group discussion followed by group work 	4	10
Total 	40	100
 
Some diploma and few graduate teachers also complained of heavy teaching workload.  They suggested that if the government wants them to teach more periods per week and shoulder more students in classes it should give them extra payment.  One graduate teacher in Geography who is teaching Mathematics in Form One and Two showed his dissatisfaction.  He said that he studied Mathematics up to Form Four and in From Five and Six he majored in Geography and Kiswahili but he is now teaching mathematics.  He had this to say: 
I am being forced by circumstances to teach mathematics. … I sympathize with students for they would miss to learn mathematics at this level.  I am supposed to study and do all the questions before going to teach.  To some topics, I am sure I cannot do well.  I skip some topics that are too difficult to me. … To be frank, only one eighth of the syllabus is covered.   I wonder the kind of students we are producing in our school.

This teacher mentioned two mathematics topics in Form One and four topics in Form Two that he never attempts to teach and there is no another assistance in the vicinity of the school.  

The effect of some basic infrastructure 
Apart from being affected by the quantity and quality of teachers, the availability of sufficient basic teaching and learning facilities and equipments effective teaching and learning will not be possible.  Included in this category are classrooms and furniture especially desks, textbooks, laboratories for science subjects, library and playing grounds.  During the survey, five items were assessed and it included classrooms, desks, science laboratories, libraries, playing grounds and teachers’ houses (Table 8).   Of all these, classrooms were found sufficient save for six schools which had shortage of classrooms.  Only 600 students were affected with shortage of desks and this was only 4.5% of students in the surveyed schools.  
Table 8:	Schools without Necessary Teaching and Learning Facilities in Sampled Community Secondary Schools (Total enrolment = 13,351)









Average of affected students by learning facilities	70,2

Table 9: Availability of Teachers Houses (n = 403)

Houses Available	Teachers Served	No. of houses in shortage	Teachers Affected 	% of affected 
55	55	239	239	81

Two items were found to be absent in all schools save one school and these were science laboratories and libraries.  Statistically, 12,759 students –which is 95.6% of students in schools that were surveyed, are taught science subjects theoretically and no reading rooms where reference materials are kept and where students can go to fetch knowledge on their own.  

Teachers are not comfortable teaching science subjects without doing practical sessions.  One teacher summarised this situation as follows:
Can you teach successfully somebody to ride a bicycle theoretically?  If the answer is no, then we should not be surprised for our students to perform poorly in science subjects.  No future scientists can be prepared through alternative to practical because there is nothing that can substitute practical lessons in science.

Mwakabunga (2003) stresses the practical teaching of science so that students can be involved in analyzing and diagnosing things.  In secondary schools such teaching requires laboratories. Although some teachers were of the opinion that in the absence of laboratories alternative to practical is an effective substitute to practical training in science, it goes without saying that creating prospective scientists under current circumstances in community secondary schools is impossible.  

Library was another facility which was missing in all schools. Two schools were found to have rooms which were labeled ‘library’ but there was nothing in there. In another five schools rooms labeled libraries were used as stores for textbooks.   “How do we make students build skills of searching for information when we have no libraries in our schools?”, one teacher asked.  One of the major problems the education system is facing in Tanzania is pupils’ total dependence on the teacher.  With the absence of libraries in our schools, the only authority remaining in our schools is the teacher.  

Clarke (2000) argues that establishing reading rooms with a sizable collection of literature make learners explorers of knowledge and discoverers of information.   The same idea is given by Dalin (2005) when arguing that a school as the unit of change should ensure that the environment is a storehouse of knowledge where both teachers and students can learn how to continue learning.  Reading and finding knowledge on one’s own initiative is the habit that need to be inculcated though establishing libraries and reading rooms (storehouse of knowledge) in our schools. Cottrell (2003) shows the importance of introducing students to use libraries in primary and secondary schools (at lower levels of schooling) so that they can be familiar with libraries in at higher levels of education when self-study is a major means of acquiring knowledge. 

Another facility that was assessed was teachers’ houses.  The majority of community secondary schools are in rural areas where there are no houses for renting.  In the 50 schools surveyed only 55 out of 294 teachers were provided houses in the school compounds (Table 9).  The rest were either sharing with others or living in very poor local houses or renting houses located very far from the school.  This motivates situation negatively teachers since they are forced to work under stress and thus feeling insecure.   Some teachers complained of staying far from the school and this makes them miss some of the lessons and prevent them from staying at school for long hours.  As such they do not get involved fully in extracurricular activities.   In rural schools, construction of teachers’ houses should be given the same priority as classrooms.   As Lovat (1992) argues, any workable reform in education is the one which ensures that teachers are empowered, both morally and materially to use all of their time to think about teaching and teach.   Anything which diverts teachers from thinking about teaching is detrimental and schools without houses for teachers to live comfortably divert teachers from thinking about teaching.       

What kind of learning is taking place? If there are no sufficient teachers 
Students never stay idle simply because there are no teachers in their classes.  They always find substitutes to ensure that there is no vacuum in their learning process.  The most common substitute in lower classes is to make noise that emanates from uncoordinated activities of students in the class.  To some students, such a situation makes them to go outside the class for other activities they deem fit.  They form informal groupings and since they are like the flock without the shepherd some negative habits develop.  Table 10 summarises responses from students on how they use school time when there are no teachers to attend them.

The study found that 74% of the students are engaged mainly in activities that are not related to the core curriculum due to lack of teachers.  Only 19 percent of students indicated to engage in core curriculum related activities.  This percentage can be lower because no one can ascertain that students are really engaged in learning activities related to the core curriculum.  Given the teaching strategies that do not build students in independent study skills (Mtana, et. al., 2003), one doubts whether students who are teacher-dependent are using such time for independent study.   


Table 10: Activities students engage in when there are no teachers 

Activity	Responses	%
Teachers engage us in outside classroom activities such as cleaning, shamba work and other fund raising activities, collecting building materials, making/maintaining playing fields 	14	23
Engage in sporadic activities not necessarily related to our studies	11	18
Engage in private study or do exercises for the subjects taught in the classroom 	10	17
Go for different plays in playing fields 	8	13
Go home or don’t come to school when we know there are many subjects without teachers 	6	10
Did not indicate any activity	4	7
Use such time for chitchat and conversation on topics of the day, e.g., elections, the Simba-Yanga, etc. 	4	7
Engage in religious prayers and singing  	2	3
Find quiet places outside the school for discussions on subjects we are learning 	1	2
Total 	60	100
  




In this study, it was found that a significant number of students in community secondary schools are not being taught some basic subjects as per the secondary education curriculum.  Furthermore, another significant number of students in these schools are taught by non-subject specialist a situation that does not guarantee effective teaching.  Moreover, science subjects are theoretically taught because almost all community secondary schools are currently having no laboratories.  As such, students are not oriented to become scientists and the absence of libraries in schools does not provide room for students to search knowledge for themselves.   Moreover, shortage of teachers is forcing schools to combine two to three streams resulting in ineffective teaching due to the small number of the teaching staff who are not effectively utilised.  In turn, this strategy limits teachers from using effective teaching methods.  Furthermore, English Language is among the subjects that are not properly taught because of shortage of teachers.  Given the strategic position of English as a medium of instruction, effective learning of the other subjects is jeopardized.  

As indicated earlier, there is no specific data on enrolment in community secondary schools.  Given the number and spread of community secondary schools (2621 out of the 3439 secondary schools in Tanzania) it goes without saying that the more than two thirds of 1,466,402 secondary school students (by January 2009) are in community secondary schools.   This means the part of the curriculum implemented in many of Tanzanian secondary schools is far less than the intended curriculum.  If these challenges of shortage of teachers and basic teaching and learning facilities are left unchecked, teaching and learning in CSS will continue to be ineffective.   
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Abstract: As an instructional system, Open and Distance Learning (ODL), allows effective teaching and learning in any subject matter, to take place where, how and when it is desired, in spite of the separation of facilitators and learners in time and space. ODL is, therefore, the most ideal instructional system particularly in educationally deprived countries like Tanzania. Besides emancipating the education system from the constraints of traditional and even distance learning, recognition and adoption of ODL as a delivery vehicle in the mainstream education system is the most viable way through which most Tanzanian citizen will be able to access education and training opportunities to any level, as a basic right as enshrined in Article XI (2) of Tanzania National Constitution.





Tanzania’s development strategies have, since the independence of Tanganyika in1961, accorded the education sector high priority as the cornerstone for socio-economic transformation.  This is reflected and emphasized in all its development plans including ratification of the SADC Protocol on Education as well as in the formulation and implementation of the current National Strategy for Growth and Poverty Reduction (NSGPR 2004) which aims at reducing poverty, improving quality of life and social well being and promoting democratic good governance.

However, the physical infrastructure, financial and human resources required for provision of required quantity and quality of education for rapid and sustainable socio–economic transformation within the context of SADC Protocol on Education and NSGPR are significantly limited.  The existing formal structures or systems are not only inadequate but also tend to exclude segments of the population such as the youth and vulnerable groups including women, people with disabilities, orphans, nomads and other marginalized groups. Open and Distance Learning (ODL), an instructional system which provides for teaching and learning to take place in what, where, when and how learners wish, is intended to address these constraints of the formal education system. ODL starts with distance education in which the use of communication media allows teaching and learning to take place in spite of the separation of facilitators and learners in time and space. However, distinguishing features of both distance education and traditional education systems include mandatory physical contacts between facilitators and learners, as well as non–transfer of credits with other institutions. On the contrary, ODL frees the teaching and learning processes from the constraints of both traditional and distance learning. This is the context in which its adoption as a delivery method in mainstream education is situated.   

ODL IN TANZANIA: A HISTORICAL BACKGROUND

Adult education was formally initiated in the country after the Second World War (1939 – 1945), in order to offer ex-soldiers appropriate vocational skills with which to re–integrate them into civilian life. Besides vocational skills like carpentry, masonry, plumbing and tailoring, emphasis was put on literacy – reading, writing and numeracy; these skills were needed to produce low - cadre workers for colonial administration. The first literacy test/evaluation was conducted in 1954 (Bwatwa, 1986). However, it was not until Independence in 1961, that determined efforts were made to widen access to adult education in the country. 

ODL practice in the country can be traced back to 1945 when several foreign based ODL institutions initiated distance education programmes in Secondary Education and Business Studies like Shorthand/Stenography, Typing, Book Keeping, Accountancy and others. The institutions included the British Tutorial College, Rapid Results College, Wolsey Hall (presently Oxford Open Learning) and the International Correspondence School. All these provided foreign oriented curricula in school education and professional courses. Similar to the conventional adult education programmes, the basic motive of the distance education programmes was to develop middle level cadres for colonial administration (Bugeke, 1997). 

After the independence of Tanganyika in 1961, the Government set up indigenous ODL programmes mostly to promote professional education and training among the adults.  For example, Moshi Cooperative Education Centre (CEC) was set up in 1964, to provide correspondence education in cooperative management and farming among farmers. The National Correspondence Institution (NCI) was set up in 1970 under the Institute of Adult Education (IAE), to provide continuing education opportunities in school and professional education to the newly literates (Ibid). 

As a result of these post – independence efforts, literacy figures rose from 31% in 1967 to 90.4% in 1986 (Mushi, 1998:17). In spite of their mass learning focus, both programmes tended to replicate the thrust of colonial era distance education programmes in the post-colonial era as they were designed mostly by foreign experts. For this reason, their remarkable gains had no significant impact on socio-economic and political development as they were developed through a “top-down” approach which did not allow enough room for local content or initiatives (Kater et al; Carr-Hill, et al 1991). Consequently, during the period 1986 – 1992, there was resistance to functional literacy programmes in various forms including non-participation in adult literacy classes (Mlekwa, 1990). A literacy test conducted in 1992 revealed that the rate of illiteracy had increased from 9.6% to 16% in 1986.  This was the basis for the replacement of the Functional Literacy Model with the Integrated Community Based Adult Education (ICBAE) Model in 1995 with the broad goal of supporting post-literacy initiatives in the country, through the development of a learner – centred and community-based approach (Saverase, 1996). 

LIMITATIONS OF ADULT EDUCATION PROGRAMMES IN THE COUNTRY





Contemporary Tanzania’s need for ODL programmes is a result of government’s aim to improve educational access, equity and equality and to create a lifelong learning population (MDGs, EFA, Tanzania Development Vision 2025, Poverty Alleviation Strategy, 2007, National Higher Education Policy) and a number of sector frameworks such as the Education and Training Policy (ETP) 1995, Ministry of Education’s Medium Term Strategic Plan 2007/2008 – 2009/2010, Public Service Reform Programme (PSRP – 1999), etc.

The current education system and economic structures are obviously not adequate for they have a tendency of marginalizing vulnerable segments of the population, particularly women, rural dwellers, out of school youth, the unemployed, pastoralists, etc. (DAC, 2007). Tanzania developed its first comprehensive education and training policy (ETP) in 1995 after three decades of independence (URT, 1995).  The policy encompasses the entire education sector including the Non-Formal Education (NFE) sub-sector. The policy stipulates that NFE constitutes Informal and Adult Education covering literacy, post literacy, continuing education and higher education. Furthermore, the policy provides for NFE to be recognized, promoted, strengthened, coordinated and integrated with formal education and training systems. Certainly, this arrangement provides for a conducive environment for every Tanzanian citizen to access education as a constitutional basic right as stipulated in Article XI (2):
Everyone has the right to self education and every citizen should be free to pursue education in every field of his/her choice up to the highest level of his/her merit and ability (URT:1984)

Although, the Education and Training Policy (ETP, 1995), provides also for people who for various reasons had no opportunity to continue with school education to pursue continuing education through the NFE system, there is no NFE or ODL Policy in place to guide the implementation of the policy statement. Meanwhile, the contribution of ODL in the achievement of most important education and development goals, e.g. adult literacy, Universal Primary Education (UPE), teacher training, mass mobilization in issues of National concern, etc, has been widely acknowledged (IAE, 1999, 2006). Small wonder, ODL is part of the NFE system which is catered for in the ETP. Nevertheless, a comprehensive policy to govern ODL practice in the country remains elusive to date.  Consequently, ODL provision in Tanzania tends to be adhoc with no national policy framework besides lacking integration with the conventional/ formal education system.  For instance, credits are not transferable between conventional and distance education and open learning Institutions, even at tertiary levels where ODL is institutionalized in institutions such as the Open University of Tanzania (OUT) (Mahai, L. et al, 2009).

Established in 1992, the OUT is currently offering tertiary and higher education to those who qualify for such education but cannot access existing conventional higher education institutions due to space, time and work constraints. The discrepancy arising out of the lack of a formal mechanism for credit transfer between the OUT and conventional higher education institutions, needs to be redressed as a matter of urgency. The global principle stipulates that contemporary global socio-economic and political systems are shifting and multitasking, demanding a population that can easily return to study on demand without disrupting normal schedules of production. This is the context within which a National ODL Policy is lacking and also long overdue, to say the least. 
OBJECTIVES OF ODL POLICY 

Elements of policy that should be dealt upon effectively are teaching and learning; quality assurance; media and technology; research, consultancy and development; infrastructure, management and administration; gender, underprivileged and vulnerable groups; legal framework which includes copyright, qualifications and language of instruction; collaboration, linkages and partnerships; and accreditation and regulation. The Education and Training Policy (ETP) which is currently  under review, does not provide for ODL policy, but provides for NFE which is inclusive of informal education, adult literacy, evening schools, libraries, correspondence education, television, radio and distance education.  The ODL policy objectives should, therefore, cater for the following elements:

(i)	The ODL system in Tanzania should be current and progressive in its teaching and learning approaches in order to ensure the provision of meaningful and relevant education programmes all the time.

(ii)	Without compromising quality assurance, transfer of credits and recognition of prior learning should be encouraged.

(iii)	There should be a quality assured open and distance learning system.

(iv)	The use of blended technologies for teaching and learning in ODL systems should be encouraged.

(v)	On the basis of the benefits of ODL, e.g. massifying access, participation and completion rates in and improving the quality of education and training; the government should allow institutions to choose to employ the ODL mode of education which is deemed fitting for the purpose of programmes to be offered and available resources. 

(vi)	A funding mechanism that reflects not just the number of students in the system, but also the number of courses being developed and maintained should be put in place for ODL systems.

(vii)	A National ODL Accreditation and Regulatory body should be put in place (OUT, MoEVT & IAE, 2009).

However, as shall be explained in spite of the absence of a proactive ODL policy, a number of public and private institutions are operating in the country.

CURRENT ODL PROVIDERS IN TANZANIA







Table 1: ODL Institutions and Programmes in Tanzania

S/N	Institution	Programme	Courses Offered	Level
1	University of Dar es Salaam (UDSM)	Adult Education	Managing and Financing of Adult Education programmesPsychology of Adult Learners	Degree
    2	Moshi University of Cooperative and Business studies)-Cooperative       Education Centre.	Cooperative Education	Principles of cooperative societies.Elementary Book KeepingManagement of Cooperative societies	Certificate
    3	Institute of Adult Education - Distance Education Dept.	Mass Education and continuing Education. (Secondary and professional courses).	Foundation or Introductory courses.Secondary EducationLabour LawsODL programme	Primary Education.“O” Level and “A” level certificate
    4	Health and  Sanitation through Water (HESAWA) and Centre for Educational Development in Health (CEDHAI)	Promotion of Public Health and Sanitation.	Use of clean and safe waterContinuing education	Basic skills  and Knowledge
    5	Southern Africa Extension Unit (SAEU) for refugees	Basic Education and Vocational Skills	Secondary Education.Distance EducationCertificate course	General certificate examinations “O” and “A” level certificate courses.
    6	The Open  University of Tanzania (OUT)	Non degree, undergraduate, graduate and Post graduate	Foundation course CYP, CCDE, BA, BA(Ed),  BCOM, B.COM CED, B.ED, LLB, BSC, CD, BBA, BBA(Ed)	Certificate Diploma, Degree, Master, PHD.




8	Ministry of Education and Vocational Training (MoEVT).	Grade  C Teachers training programme to meet UPE demands 1980’sUpgrading programme for grade C and B Teachers.	Planning and Coordination of ODLSchool Broadcasting Programme.In – Service Teacher Training	Grade “C” CertificatePrimary and Secondary Education Grade “A” Certificate

Table 2: ODL Major Stakeholders and Contacts

S/N	Stakeholder and Contracts Address
1.	The Open University of Tanzania (OUT)Vice ChancellorP.O. Box  23409,Kawawa Road Street Dar es SalaamTanzania.Tel:  +255 22 26688351         +255 22 2668992Fax:  +255 22 2668759/2668835E-mail: vc@out.ac.tz (​mailto:vc@out.ac.tz​)Website: www.out.ac.tz (​http:​/​​/​www.out.ac.tz​/​​)	4.	Sokoine University of Agriculture (SUA)Vice ChancellorSokoine University of Agriculture,P.O. Box 3044,Morogoro,Tanzania.Tel:  +255 22 2604549Fax:  +255 22 2603718E-mail:  dvc@suanet.ac.tz (​mailto:dvc@suanet.ac.tz​)
2.	Institute of Adult Education (IAE)Director,Institute of Adult Education,P.O. Box 20679,Bibi Ttiti Mohamed Street, Dar es Salaam Tanzania.Tel:  +255 22 2150838Fax:  +255 22 2150836E-mail: teww_2004@yahoo.co.uk (​mailto:teww_2004@yahoo.co.uk​)	5.	Tanzania Global Development Learning Centre (TGDLC)Institute of Finance Management,Block A, 7th FloorP.O. Box 3918,Dar es SalaamTanzania.Tel:  +255 22 2123705/09/11Fax:  +255 22 2123702E-mail: dlc@gdlnmail.org (​mailto:dlc@gdlnmail.org​)Website: www.tgdlc.go.tz (​http:​/​​/​www.tgdlc.go.tz​/​​)










INSTITUTE OF ADULT EDUCATION (IAE) 

One among the roles of the Institute of Adult Education (IAE, 1975), stipulated in its establishment Act No.12 is to provide correspondence education under the Distance Education Department (DED)(previously known as National Correspondence Institution (NCI). The economic crisis of the 1980s as well as the decision to set up the OUT in 1992 derailed the implementation of the recommendation of the Makwetta Commission to upgrade NCI into an autonomous National Institute of Distance Education. Moreover, the Fourth Schedule (Section 64), of Act No. 17 of 1992, provided for the NCI to constitute the nucleus of the Institute of Continuing Education (ICE), of the OUT. However, the provision was never implemented. Eventually, it was deleted by Act No. 3 of 1995 (OUT, 2001: 242). 

As NCI, the IAE’s DED has been providing foundation and continuing Education courses since 1972.  The courses target Primary School leavers, dropouts and workers who want to upgrade their levels of education and junior secondary school leavers preparing for “A” level National Examinations. The programmes offered are as shown in Table 3.





1	Mass Education/ Foundation courses	Basic Arithmetics, English, Home, Economics, Bookkeeping, Civics and Agriculture.	Primary Education dropouts and   post literacy level six graduates	Elementary
2	Secondary Education	Standard Seven modules: Mathematics, English, History, Civics, Geography, Biology and Kiswahili	Level 1 – 2 equivalent to “O” level Secondary Education.	National Secondary Education Certificate
3	Professional/ Vocational courses	Man in organization,Production Management labour law,Book-keeping and elementary auditing 	Secondary education school leavers or workers	Certificate 
4	Teacher Education upgrading courses	Secondary education and teaching methodology	Grade “C” and “B” teachers wishing to raise level of education or acquire entry qualifications for teacher grade “A” education course	Grade A Teacher  certificate course
5.	Evening programme	Open schooling	Post primary students	“O” Level and “A” level examination certificate.
Source: IAE, 2009.

The IAE-ODL statistics are not documented in the Ministry of Educational and Vocational Training national data booklet, i.e. Basic Education Statistics in Tanzania (BEST).  Further, no data bank or policy framework has been established at the IAE. The data presented here is from the Institute data sheets and records.

The Institute’s special programme for training teachers for UPE conducted from 1976 to 1978 was able to enroll 45,596 out of which 36,297 (79.6%) completed the course and were awarded.  Teacher Grade “C” certificates.  Similarly, 16,777 students were enrolled in upgrading courses between 1980 and 1987, whereby 6,798 (40.52%) completed the course.  The Ministry of Education and Vocational Training continued to provide upgrading courses to primary school C/B teachers. The in-service courses upgrade these groups of teachers to Grade III A level enabling higher level of knowledge and skills for better performance in their career (Katoba and Kimathy, 2005).

The IAE – DED has enrolled 333,857 students in various correspondence courses since its inception in 1972. The number of Students’ enrolment for Secondary education stage I and II in the last five years from 2004 to June, 2009 is 39,686 (Mahai,et. al., op.cit).

The Tanzania Global Development Learning Centre  (TGDLC)
The Tanzania Global Development Learning Centre (TGDLC) is one of the Institutions in the country with modern IT equipment.  It is a government Institution and member of World Bank Initiative - Global Development Learning Network (GDLN) (www.gdln.org (​http:​/​​/​www.gdln.org​/​​)). TGDLC forms part of over 120 existing knowledge sharing hubs on six continents under GDLN.

The Centre provides for global dialogues, video conference courses, online courses, face-to-face and blended courses.  These courses are organized in collaboration with the government and other institutions within and outside the country (TGDLC, 2008).

The Open University of Tanzania (OUT)	
The OUT is a fully – fledged public higher education institution. It was established by an Act of Parliament No. 17 of 1992 which was assented on the 28th December 1992. With a view to streamlining the management and coordination of quality assurance in programmes offered in both public and private universities in the country,  since 1st January 2007, the Act has been supplanted by the Umbrella Universities Act No. 7 of 2005 and the OUT Charter. The OUT is mandated to conduct academic programmes leading to award of certificates, diplomas, undergraduate and postgraduate qualifications using open and distance learning approaches.

The history of university student enrolment in Tanzania shows a very small transition rate from secondary to university level in comparison with other countries. Therefore, in 1990, an investigation by a National Task Force on Education found that although the transition rate to both public and private secondary schools had risen to 40,000, the transition represented only about 15% of those completing primary education.  This was the lowest transition rate in Sub – Saharan Africa (MoEC, 1993).  A study conducted by the World Bank in 2000 revealed that only 43 out of 100,000 students were admitted in tertiary education as compared to 152 students in South Africa, 738 students in Namibia and 626 students in Zimbabwe. Although recent figures (URT, 2004), show that the transition rate has increased to 129 out of 100,000 students, it is still lower than the transition rates in the other East African countries of Kenya and Uganda.

 Aware of the foregoing situation, the Government of Tanzania, at various times, commissioned studies aimed at finding  an alternative method of providing more places for university education at affordable cost. In 1979, one study recommended the establishment of a Correspondence Institute at the University of Dar es salaam. The following year, a Presidential Commission on Education chaired by a Cabinet Minister, Hon. J. Makwetta, reviewed the entire education system in the country.   Among other recommendations, the Makwetta Commission recommended the establishment of an autonomous Institute of Correspondence Education. In 1988, a Committee appointed by the Minister of Education and Culture explored prospects for establishing an Open University in Tanzania. The Committee recommended the university’s resource requirements and also identified the overall benefits of the proposed university to the society.

The recommendations of the Kuhanga Committee provided the basis for the Government’s decision to establish the OUT in 1992. As an Open University, the OUT is intended to promote the ideals of adult education and life long learning by making tertiary level education accessible to all aspirants including employed staff who cannot study in conventional universities due to their career commitments; disadvantaged groups like women, rural dwellers, people with disabilities; and school leavers who cannot be admitted in conventional institutions due to capacity limitations.

The decision to establish the OUT can rightly be regarded as a bold and significant measure taken by the Government in order to widen access opportunities in adult education in the widest sense of the term as already elaborated. Previous attempts were limited in terms of scope and programmes. 

Table 4: Undergraduate and Post Graduate Programmes Offered by the OUT

Faculty	Programmes
Faculty of Arts and Social Sciences (FASS)	Bachelor of Arts (BA),Bachelor of Arts with Education (BA(Ed),Bachelor of Commerce (B.Com),Bachelor of Commerce with Education (B.Com (Ed),Master of Arts in Linguistics (MA (Ling),Master of Arts in Economics (MA (Econ),Master of Science in Community EconomicDevelopment (MSc (CED)  Programme,Doctor of Philosophy (PhD).
Continued…..
Faculty	Programmes
Faculty of Business Management (FBM)	Bachelor of Business Administration (BBA),Bachelor of Commerce (BCom),Bachelor of Commerce (BCom),Master of Business Administration (MBA),Doctor of Philosophy (PhD).
Faculty of Education (FED)	Bachelor of Arts (with Education)  (BA(Ed),Bachelor  of Commerce with Education (BCom(Ed),Bachelor of Science with Education (BSc (Ed), Bachelor of Education (BEd)Post Graduate Diploma in Education (PGDE)Master of Education (MEd)Master of Education in Administration, Planning and Policy Studies (MEd(APPS))Master of Distance in Language Teaching (MEd. in LT),Doctor of Philosophy (PhD).
Faculty of Science, Technology and Environmental Studies (FSTES)	Bachelor of Science (BSc),Bachelor of Science with Education (BSc (Ed),Master of Science in Biology (MSc (Biology),Master of Science in Mathematics (MSc (Maths),Master of Science in Chemistry (MSc (Chemistry),Master of Science in Physics (MSc (Physics),Master of Science in Home Economics (MSc (Home Economics),Master of Science in Environmental Science (MSc(Environmental Science),Doctor of Philosophy (PhD)
Faculty of Law (FLW)	Bachelor of Laws (LLB),Postgraduate Diploma in Law (PGDL),Master of Laws (LLM),Doctor of Philosophy (PhD)
Institute of Continuing Educational (ICE)	Certificate in   Distance Education (CCDE), jointly with the Southern Africa Extension Unit (SAEU),Diploma in Youth in Development Work, jointly with the Commonwealth Youth Programme (CYP) Africa Centre, Lusaka,Foundation Course (OFC),Diploma in Distance Education and Open Learning (ODDEOL).
Institute of Educational Technology (IET)	So far three elective courses have been developed. IET is not expected to offer any academic programmes but it will offer services to all OUT Academic units.

Source: Rolling Strategic Plan July, 2004 – June 2009

According to its Strategic Rolling Plan (2006) the OUT is intended to offer open and distance learning (ODL) to all those who aspire to attain university education who include the following:
	Employed staff who could not study in conventional universities due to their career commitments.
	Women who could not leave their families.
	Aspiring people in remote rural areas
	School leavers who had the minimum entry requirements but could not be admitted into conventional public universities due to capacity limitation.
	People with disabilities.
	Poor people who have qualifications but cannot meet the big tuition fee charged by most conventional universities.

The OUT launched its programmes in 1994 with a modest involvement of 766 students. The OUT has become a fast growing institution in terms of students’ enrolment. Currently, a cumulative student enrolment in non - degree, undergraduate and postgraduate programmes is 11,914, 31,569 and 4,164 respectively. With a total enrolment of more than 47,000 students, the OUT has qualified as the largest tertiary institution in the country. Furthermore, the OUT has been able to offer to the adult population a broad range of academic programmes at the non – degree, undergraduate and postgraduate levels as well as demand driven courses in the form of seminars, workshops and tailor made courses. This thrust has enabled the University to come up with programmes which are responsive to community needs.  Meanwhile, more than 3,000 students have graduated in all academic programmes including the non – degree and postgraduate programmes, seminars, workshops and tailor made courses (OUT, 2010: 22). The following Tables (5, 6, 7 & 8), show cumulative enrolment in non – degree, undergraduate and postgraduate programmes.











Source: The Open University of Tanzania (January 2010): Facts and Figures, p.20.

Non-degree programmes, specifically the Foundation Course (OFC), were introduced two years after the launching of undergraduate programmes. The purpose of this non-degree programme was to widen access to undergraduate courses.  To date, the OFC is the leading programme in terms of students’ enrolment. This shows that many adults in the country are eager to pursue higher learning but they lack direct entry qualifications to university level courses. Through the OFC, the OUT has enabled a good number of these people to access undergraduate courses. Some have proceeded to pursue postgraduate courses at other institutions including UDSM. The OUT is certainly proud of this significant achievement in adult education of rehabilitating “brains in the drain.” The OUT will continue to address this challenge through a revised and discipline focused OFC as well as through other non – degree programmes e.g. ODDEOL and DPTE, in order to contribute to Nationwide efforts in addressing challenges of adult and life long learning in the 21st century in Tanzania.
  
Table 6: Cumulative Undergraduate Students’ Enrolment: 1994 – 2009/10

Faculty	Cumulative Enrolment	% age




Science, Technology and Environmental Studies	4544	14.4%
Total	31569	100%
Source: The Open University of Tanzania (January 2010): Facts and Figures, p.10.























Source: The Open University of Tanzania (January 2010): Facts and Figures, pp.6 - 7. 

Although there was a fluctuating enrolment trend in various Faculties during the first six years of the University (1994 – 2000), currently, there is a steady rising enrolment trend in all Faculties. This trend signifies growing recognition and trust by the community to the undergraduate programmes on offer at the OUT. While FASS has the highest admission (34%) followed by FLW (19%) and FED (17%); FBM and FSTES have the least enrolment (15%). In fact, FSTES has the least enrolment among all the Faculties. This situation signifies the need for the OUT to take appropriate measures in order to tackle this colonial legacy in this era of Market, Science and Technology driven economy.

Admission into postgraduate programmes shows significant enrolment rates in humanities and the social sciences but extremely low admission rate in MSc.(Table 8 below).













Source: The Open University of Tanzania (January 2010): Facts and Figures, p.17.

One of the objectives for setting up the OUT was to take education and training opportunities to the door steps of willing adult learners among disadvantaged groups such as women, people with disabilities, nomadic communities and even marginalized school leavers particularly in remote and rural areas in Tanzania and beyond. The OUT is yet to assess the extent to which this challenge has been realized. However, data given in Table 9 show that the University has not registered significant impact in remote and upcountry Regions where the majority of the people in the country reside. For example, in Tanzania Mainland, Dar es Salaam Region has the largest share of cumulative enrolment (10,993 out of 34,828 students) while Lindi has the lowest cumulative enrolment (414). In Zanzibar, the Zanzibar Centre has registered 775 students while Pemba Centre has the lowest enrolment in the whole country (75). Furthermore, in spite of its open entry criteria and the fact that women are the majority in the country, female students constitute a minority of student population at the OUT. In spite of this, a recent SADC Report has noted (Siaciwena, 2008):
	The region now boasts of world renowned ODL institutions such as the Botswana College of Open and Distance Learning (BOCODOL), Namibia College of Open Learning (NAMCOL), both of which have enrollments of over 20,000 students, the Lesotho Distance Teaching Centre, Malawi College of Distance Education and many others.

	There are four open universities in SADC member countries (the University of South Africa, the Open University of Tanzania, the privately owned and fast growing Zambian Open University and Zimbabwe Open University.















































Source: The Open University of Tanzania (January 2008):Facts and Figures, pp.14 – 15. 

The Distance Education Association of Tanzania (DEATA)
The Distance Education Association of Tanzania (DEATA) is a national association, which was established in December 1992 and registered in August 1993. Besides individual members, its institutional membership currently consists of the Ministry of Education and Vocational Training (MoEVT); the Open University of Tanzania (OUT); the University of Dar es Salaam (School of Education); Vocational Education and Training Authority (VETA); Muhimbili University of Health and Allied Sciences (MUHAS); Southern African Extension Unit (SAEU); Institute of Adult Education (IAE), and Moshi University College of Cooperative and Business Studies (MUCCOBS). 

The goal of DEATA is to promote networking and collaboration among distance education professionals in Tanzania, by way of organizing conferences, workshops, seminars, etc; as well as by providing for them a platform for networking with distance education and open learning professionals and organizations in the World. Furthermore, the Association aims to facilitate formulation and adoption of a comprehensive National Policy for Non – Formal Education (NFE), Open and Distance Learning (ODL) and Information and Communication Technologies (ICTs). This task is extremely crucial in   Tanzania, as educational enrolments and budgets for education at all levels, are still very low. In such a situation, distance education has an important role to play in enhancing access to quality education cost-effectively.  In order to realize this objective, distance education practitioners have to network and share resources for optimal delivery of services. The DEATA Constitution sketches out its role as follows:
Guided by the long and rich experience of distance education institutions in educating the adult population in Tanzania; persuaded of the need for sharing experience and networking among institutions involved in distance education; and convinced of the positive impact of the same in improving the performance of both formal and non-formal education institutions in Tanzania, we hereby resolve to constitute a body whose primary purpose shall be to promote distance education, act as a clearing house for member institutions and provide advice to institutions concerned with distance education. This body shall be purely voluntary, professional, non-profit making, non-sectarian and non-political in outlook and philosophy.

Since its inauguration, the Association has been involved in a range of professional development activities, including representing the country at regional and international distance education gatherings; participating in a National Forum on the formulation of proposals for a National ODL Policy in 1997; and running professional development workshops on topics such as study materials’ development, provision of student support services, planning for sustainable distance education programmes, etc. Besides assisting in setting up National Distance Education Associations in the sister East African countries of Kenya and Uganda, DEATA organized and hosted the founding meeting of the Open Learning and Distance Education Association of Eastern Africa (OLDEA - EA), in Dar es salaam, in September, 1998.

An entry on OLDEA on the Internet reads as detailed below:
“The Open Learning and Distance Education Association of Eastern Africa (OLDEA-EA) is or was a regional umbrella association of five countries in East Africa. It is difficult to determine the entity's status as of July 2009”. 

Country members include Kenya (​http:​/​​/​www.virtualcampuses.eu​/​index.php​/​Kenya" \o "Kenya​), Uganda (​http:​/​​/​www.virtualcampuses.eu​/​index.php​/​Uganda" \o "Uganda​), Tanzania (​http:​/​​/​www.virtualcampuses.eu​/​index.php​/​Tanzania" \o "Tanzania​), Malawi (​http:​/​​/​www.virtualcampuses.eu​/​index.php​/​Malawi" \o "Malawi​) and Seychelles (​http:​/​​/​www.virtualcampuses.eu​/​index.php​/​Seychelles" \o "Seychelles​). Each of the five countries has representative national association as follows: 
	Kenya (​http:​/​​/​www.virtualcampuses.eu​/​index.php​/​Kenya" \o "Kenya​) - Open Learning Association of Kenya (OPLAK) 
	Uganda (​http:​/​​/​www.virtualcampuses.eu​/​index.php​/​Uganda" \o "Uganda​) - Uganda National Distance and Open Learning (UNADOL) 
	Tanzania (​http:​/​​/​www.virtualcampuses.eu​/​index.php​/​Tanzania" \o "Tanzania​) - Distance Education Association of Tanzania (DEATA) 
	Malawi (​http:​/​​/​www.virtualcampuses.eu​/​index.php​/​Malawi" \o "Malawi​) - Open Distance Education Association of Malawi (ODEAM) 
	On OLDEA establishment, Seychelles (​http:​/​​/​www.virtualcampuses.eu​/​index.php​/​Seychelles" \o "Seychelles​)  was in the process of registering a National Association. 
The Aims and Objectives of OLDEA-EA were cited in an undated African Virtual University (​http:​/​​/​www.virtualcampuses.eu​/​index.php​/​African_Virtual_University" \o "African Virtual University​) report to UNESCO (​http:​/​​/​www.unesco.org​/​education​/​studyingabroad​/​highlights​/​odl_kb​/​kenya.doc" \o "http:​/​​/​www.unesco.org​/​education​/​studyingabroad​/​highlights​/​odl_kb​/​kenya.doc​) as follows: 
	Promote professionalism in Open and Distance Education 
	Promote scholarship by way of organizing conferences, workshops, seminars, etc. 
	Provide a platform for networking with other organizations in the world. 
	Facilitate development of Information communication Technology (ICT) policy within member countries. 
	Exchange information and materials on distance education. 
	advance the educational course by supporting broad based levels of education from basic education to tertiary levels. 
	Promote research and evaluation of distance education and open learning in East Africa. 
	Promote and enhance quality Assurance in distance education. 
	Provide a platform for sharing of learning materials and expertise within the sub-region. 
	Encourage publication of distance and open learning journals, refereed journals and other scholarly materials within the region. 

The Association (OLDEA-EA) is governed by a constitution. It was formed in September 1998 in Dar-es-Salaam. The National Associations select representatives to the Regional Association. Executive leaders of the Association hold office on a two-year term. The first Chairperson was a distance education expert from the Open University of Tanzania (​http:​/​​/​www.virtualcampuses.eu​/​index.php​/​Open_University_of_Tanzania" \o "Open University of Tanzania​). The current one is from the Department of Distance Education, University of Makere. The Association holds annual conferences once a year (www.virtualcampuses.eu/OLDEA-EA (​http:​/​​/​www.virtualcampuses.eu​/​OLDEA-EA​)). 

University of Dar es Salaam (UDSM)
This is the oldest higher learning institution in the country. It started as an Affiliate College of the University of London, soon after Independence in 1961. In 1963, it was merged with Makerere University College in Kampala, Uganda and Nairobi University College in Kenya to form the University of East Africa. Through a decision of the East African Heads of State in 1970, the University of East Africa was dissolved to pave the way for each State to set up its own National University. Consequently, the University of Dar es Salaam was created as Tanzania’s National University. Since its inception, the institution has grown steadily both in student numbers and academic programmes. Currently, the University of Dar es salaam has five campuses in and around the City of Dar es Salaam and operates academically through Constituent and Campus Colleges, Schools and Faculties. Some of its former Faculties and Constituent Colleges are presently fully fledged Universities, e.g. Sokoine University of Agriculture (SUA), Muhimbili University of Health and Allied Sciences (MUHAS) and ARDHI University (ARU). Meanwhile, Staff of the University of Dar es salaam have and are still playing a decisive role in the management of other public and even private universities in Tanzania. 

From 1998, UDSM started to supplement conventional teaching and learning with e – learning in order to:
	Meet new learner styles.
	Reduce training cost per student.
	Meet increased demand of access to higher education.

The extent to which the University was failing to cope up with the rising demand for access to its “lecture theatres” is apparent from the Table 10.










Source: UDSM Facts and Figures 2006/2007

Efforts made in order to address the problem of coping up with rising enrolment through e – teaching and learning, include introducing and improving ICT infrastructure by:
(i)	Putting in place fiber optic backbone and networking in all UDSM Units.
(ii)	Providing video conferencing facilities.
(iii)	Establishing computer labs in all Faculties and Departments.
(iv)	Connecting the University network to the Internet.
(v)	Setting up Centre for Virtual Learning (CVL) to spearhead, coordinate and train staff and students in all ODeL oriented activities.

Current Projects and Plans in ODeL underway at the UDSM include:
(i)	Enhancing University Teaching and Learning Capacity through the ICT mediated distance learning mode.
(i)	Creating UDSM E-Content Warehouse through E-pedagogy.
(i)	Building of three ODeL Centres.
(i)	Developing E-Content for three programmes (PGDE, PGDEM and BBA) (Twaakyondo, 2008).

THE CHALLENGES FACING TANZANIA IN PROMOTING ODL

The challenges facing the country in promoting ODL include: 
	Under-funding by Government which has resulted in ODL providers accumulating huge debts.
	Low fees charged for programmes on offer.
	Excessive dependency of students on printed study materials as the basic and only mode of interaction with the ODL providers. 
	Big facilitator-student ratio.
	Large enrolment which does not match with the number of facilitators.
	Lack of reliable power throughout the country (Mahai, et al, op.cit).
Other challenges are in the specific areas of legitimacy and public acceptance, monitoring, research and evaluation, policy planning, learner support and application of ICTs (Siaciwena, op.cit).

Legitimacy and public acceptance
Legitimacy and public acceptance of ODL is essential for successful implementation of programmes. Many educational policy-makers and planners are skeptical about the legitimacy and quality of ODL, on grounds that it does not and cannot offer the same quality as conventional on-campus education as ODL programmes have lower entry qualifications. In this case, “the cart is put before the horse” as quality is judged at the level of input, rather than at the level of output /achievement. In any case, ODL programmes should strive to achieve legitimacy by demonstrating that their quality in terms of content, delivery, assessment and outcomes is equal to, or better than, the traditional forms of education.

Monitoring, research and evaluation
Weak understanding and knowledge about the potential and limitations of ODL can be attributed to, among other reasons, a lack of an adequate research and evaluation base in ODL. Such a data base is needed to support informed policy choices and to demonstrate the positive results of ODL. Many programmes/institutions either do not have dedicated research and evaluation units/staff or are still in a formative stage.

Policy and planning
New programmes need to be aligned with existing policy frameworks, to ensure that they are not marginalized but considered a legitimate part of ODL provision. Planning ODL requires alignment to several sets of policies such as those on ICTs, gender, education, poverty eradication, National Vision 2025, Millennium Development Goals (MDGs), etc., in order to enhance legitimacy and public acceptance. Apart from the SADC Protocol on Education and Training, the Region does not have any comprehensive ODL frameworks nor Strategic Plans for ODL.  Similarly, many SADC member states, Tanzania included, have neither national policies nor strategic plans on ODL.






In many institutions learner support services are limited and this raises questions about the effectiveness of programmes in developing relevant skills and imparting knowledge. Learner support systems tend to be centralized and make little use of ICTs. Besides relevant policy frameworks for promoting institutional linkages and effective partnerships, multi-level training for leaner support providers is also essential.
Application of ICTs	
Many SADC Member countries have under-developed ICT infrastructure. Similarly, there are no comprehensive plans or strategies for utilizing ICTs. Furthermore, ICT skills among ODL practitioners and learners are still at a low level. Adoption, access and effective use of ICTs’ mediated teaching and learning throughout the country, are essential prerequisites for overcoming distance as a barrier to information transfer, processing and sharing in ODL.

RECENT AND FUTURE PLANS

In recognition of the importance of ODL as a strategic tool to address gaps and deficits in the educational system which tend to exclude marginalized population, the Ministry of Education and Vocational Training has mainstreamed it into the Education Sector Development Programme (ESDP) as an additional learning delivery mode for the purpose of increasing access and equity in education and training.    This is expected to draw in all those who cannot for one reason or another access education and training through the traditional/conventionallearning mode. 
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Community Attitudes Towards Street Children in 
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Abstract: Despite the fact that every child deserves a decent life, many parents are unable to give adequate care and attention to their children. As a result, there is a continuously increasing problem of street children mainly in large cities and towns. In Tanzania, for example, street children face several hardships in their daily lives and other risks such as being HIV infected. Notwithstanding this situation, the feelings and thoughts of the community towards the problem of street children is unknown. The purpose of this study was to explore the community attitude towards street children and examine whether the attitude is influenced by social-demographic characteristics.

This was a descriptive cross-sectional study and was conducted between April and June, 2002. The study was carried out in Dar es Salaam region. The sample constituted 1624 community members and 53 street children. Data were collected through the questionnaire, interviews and documentary review. Qualitative information was subjected to content analysis while quantitative data were analyzed using SPSS Programme Version 10.0. Descriptive statistics, t-test for independent sample and one way-ANOVA were computed. 

About 57% of the respondents had negative attitudes while 43% had positive attitudes towards street children. The attitude of the community towards street children was Significantly associated with gender (t=-43.77,p=. 000), marital status (F=-4.58, P=.000), and age (F=5.08, p=.002). There was no significant difference in attitudes among community members with different educational levels (F=.125, p=.861). 

Based on the findings, it is concluded that the community holds negative attitudes towards street children and that this attitude cuts across the social demographic characteristics. It is therefore recommended that efforts should be made between the government, NGOs and the general public to change the negative attitude. Along these efforts, research should continuously strive to understand the causes and problems surrounding street children.

Key words: Community, street children, attitude, Tanzania

BACKGROUND TO THE PROBLEM
Despite the fact that every child deserves a decent life, the problem of street children is growing worldwide and it is no longer a phenomenon of large cities and towns. Even in rural Africa, where children are traditionally looked after by their clans, thousands of them live on streets. Young children are found in streets roaming about or engaging in various kinds of activities for survival (Rajani and Kudrati, 1994).

It is estimated that there are about 10 million children in Africa who live without families, mostly in towns as ‘street children’ (WHO, 1993; UNICEF, 1994). In low-income countries like Tanzania, street children face several hardships in their daily lives and other risks such as HIV infection. The literature indicates that discrimination pervades the lives of street children. Godoy (1990) for example argues that many street children have been mistreated in many of their interactions with society. For example, their experiences with health care facilities and health workers are almost always negative.

In most societies the term street children carries a negative connotation (Anyuru, 1996). In Tanzania for example, they are called Changudoa (Prostitutes)/ vibaka (garbage kids/ petty thieves and the like (Ntiruhungwa, 1997). In Kenya, street children are called chokoraa meaning rubbish scavenger (Ruto, 1999). In Luganda (Uganda local dialect) a street child is referred to as muyaaye literally meaning “out of control” (Anyuru, 1996). Whatever name they are called, the crest is the sad fact that children living and working on the streets in many societies are ignored, scorned, mistreated and misunderstood by both the society and the government (Kopoka, 2000). 

Notwithstanding this situation, the feelings and thoughts of the community towards the problem of street children is unknown. The prevailing ignorance about community attitudes on street children hampers the efforts to solve the problem. Most of the studies done on the problem of street children have tried to show the causes of street children, problems which they face and what needs to be done for them. However, studies concerning the extent to which the community thinks, feels and behaves towards street children are limited. Therefore, the researcher realised the importance of investigating the community attitudes towards street children. 





This study adopted descriptive approach. It was guided by questions, which required community members with different social demographic variables to self report their opinions, feelings, behaviours and or behavioural intentions with regard to street children. 

The study was conducted in Dar es Salaam region at the Kariakoo Division in Ilala District. Selection of the region was based on the biggest number of street children. Although the actual number of street children in the country is unknown, it was estimated that in other regions of Tanzania the number is not above 400 while in Dar es salaam it is estimated to be 2,000 (Social Welfare Department, 2002; Save the Children Fund, 1997). Therefore, Dar es Salaam was selected because it is the region with the highest population of street children in Tanzania. 

Sample
A total of 1677 respondents were involved in this study. These included 13 street children who were still on streets and 40 who were in centres. The remaining 1624 were other respondents who represented the community. The street children were selected because the attitude studied is toward them; therefore, they were used to provide information related to the study. Community members of this age group (adults) were selected because the researcher believed that at this age someone is already mature (mentally and socially) so he or she is able to judge things.

Instruments
The data were collected through interview schedule, documentary review, questionnaire and attitude rating scales. For the purposes of validity and reliability of instruments, the questionnaire for community members was piloted on 29 respondents. After the pilot study the reliability index was computed using SPSS and found to be 69. The researcher decided to add the number of items from 32 to 40 to increase the reliability of the instruments. 

Data analysis Procedure
The analysis of the survey data was done with the help of a desktop computer using the SPSS Programme (version 10.0). The sum of responses on 31 items measuring attitude was computed to get the community’s attitude towards street children. The total score of attitude scale ranged between 31 and 155. Those who scored above the mean were considered to have positive attitude and those who scored below the mean were considered to have negative attitude towards street children. Frequencies, means, standard deviations, percentages and Cronbach alpha were computed. Mean values with standard deviations or proportions were calculated for all single items while Cronbach alpha reliability coefficient analysis was used to determine the consistency of all scales. Frequencies and percentages were used to summarize social demographic characteristics of respondents and presenting the total score for each questionnaire. 

Analysis of variance (ANOVA) was used to test the difference between the community scores when classified based on variables with three or more levels (educational level and age groups). T-test for independent samples was used to test the difference between means with two level variables (sex and marital status). The obtained information from interviews, documentary readings and street children questionnaires was subjected to content analysis for interpretation and conclusions. Qualitative data was used to provide more clarification and explanation on the quantitative data.

FINDINGS 
Community attitude towards street children
In order to find out the community attitudes towards street children, a total score on items measuring attitude was computed. Those who had higher score (above the mean) were considered to have positive attitude while those who scored below the mean were considered to have negative attitude towards street children. Figure 1 shows the distribution of respondents’ scores on attitude towards street children. 


As shown in Figure 1, the community members had an average score of 84.02 and SD of 27.66 with minimum score of 50.00 and maximum score of 132.00. There were two range groups of scores. The first group (on the left side) the scores ranged from 50 to 76 and the second group (on the right side) scores ranged from 89 to 132. For the purpose of this study, those who fell in the left group were considered to have negative attitude because they scored below the mean. Those who fell in the right group were considered to have positive attitude towards street children because they scored above the mean. 

Table 1 presents the means, standard deviations and skew-ness for 31 items, which measured community attitudes towards street children.





Table 1: Means, standard deviations and skew-ness of attitude items (N = 1604)

Code	Items	Mean	SD	Skew-ness
+	Street children do not scare me at all	2.84	1.24	.353
*	I believe that street children have bad behaviours	4.10	1.17	-.936
V3.	Dealing with street children is a waste of time	3.08	1.46	.018
+	I would like working with street children	2.81	1.48	.049
+	I feel aggressive and hostile toward street children	2.89	1.37	.173
+	Working with street children is worthwhile	2.95	1.50	-.074
V7.*	Street children make me feel uncomfortable because they steal	4.32	1.09	-1.769
	It is usually a mistake to trust a street child	3.88	1.29	-.785
V9.	I do enjoy talking with street children	3.05	1.55	-.040
V10.+	When I meet a street child, I usually stop for a   while and talk with him/her	2.42	1.39	.403
V11+.	Street children interest me little	2.91	1.56	.003
V12.	Greetings from street children scare me	3.72	1.23	-.495
V13.*	Street children are difficult to help	4.03	1.22	-1.302
V14.	Talking with street children makes me feel very nervous	3.58	1.45	-.591
V15.+	I will probably never help street children	2.53	1.36	.381
V18.	It is up to the government to take care of street children	3.57	1.13	-1.192
V19.	Street children are the same as any one else	3.93	1.20	-.990
V20.+	Street children are welcome in my home	2.56	1.72	.489
V21.*	Street children are more likely to commit deviant acts such as rape, theft than any other children	4.58	.82	-2.102
V22.+	Street children are dangerous to peoples' lives	2.97	1.60	-.178
V23.+	I experience a feeling of empathy whenever I see a street child	2.94	1.71	.199
V24.	I avoid street children whenever possible	3.11	1.52	-.192
V25.*	I think street children are disgusting	4.14	1.17	-1.244
V26.+.	I do not feel nervous being in a group of street children	2.56	1.32	.463
V27.	I would feel comfortable working closely with street children	3.37	1.54	-.185
V29.	It would be upsetting to me to find I was alone with street children	3.17	1.37	-.356
V31.	I can sit in one table with a street child in a hotel	3.06	1.30	.061
V32+	I would be so nervous if a street child sat next to me on a bus	2.73	1.26	.150
V33.	Most of street children leave home because of family problems	3.43	1.49	-.302
V34.	Most of street children are naughty at their homes	3.32	1.65	-.310
V35.*	Street children are stubborn, they should be   removed from streets	4.41	1.03	-2.193
Key: * Highly agreed items (M ³ 4)		+ Least agreed items (M £ 3)

For the least agreed items, the majority were those which were stated positively. These had an average mean score of 2.74. In terms of skew-ness, unfavourable statements were more negatively skewed. This implies that most of the responses were inclined to the higher values 4 and 5 (A and SA), which further imply that most of the respondents had negative attitude towards street children. 

Community attitude towards street children across social demographic variables
To establish whether there was a significant difference between the observed community attitude and social demographic variables, the observed data were subjected to a t-test for independent samples and one-way ANOVA. Furthermore, the descriptive statistics were used to give more information on the observed difference. Table 2 presents the means, standard deviations, p-values, t- values and F-ratios for the studied social demographic variables.

Table.2: Means, Standard deviations, t- values and F-ratios of the sample means, based on various demographic variables

Variables	N	Min.	Max.	Mean	SD	P-value	t-value/F-ratio
Sex       Males       Females	771833	5062	118132	62.81103.65	12.8122.79	.000	- 43.77
Marital status       Single       Married	766838	5150	131132	80.7387.02	25.4929.20	.000	- 4.58
Educational level  Below primary       Primary       Secondary       Diploma       Degree	   6136699211964	   5151505151	  131131131131132	  83.6683.5884.4684.3984.54	26.3727.0227.7528.4829.92	.861	.125
Age groups     18 –25 years      26 -40 years    41 – 65 years  above 65 years	60659737328	50515252	131131132131	82.8982.5288.7388.54	26.0226.8830.7629.92	.002	5.08

Table 2 indicates that attitudes towards street children across sex differ significantly between males and females. (t = - 43.77, p =. 000). Moreover, 44 (83%) interviewed street children indicated that it is females who mostly help and show affection to them. Regarding marital status, the findings show that there was a significant difference in attitudes towards street children between single and married persons (F = -4.58, P = .000). However, the findings from Table 2 further reveal that there was no significant difference in the attitude towards street children among community members with different educational levels (F = .125, p = .861). An average score for them ranged from 83.58 to 84.54.
As regards age, the findings indicate that there were significant differences in attitudes towards street children among the community members with different age groups (F = 5.08, p = .002). A post hoc analysis was done using scheffe procedure to establish pairs of age groups with significant differences. The results showed that the community members who were in 19 – 25 and 26 – 40 age groups had no significant difference in attitudes towards street children. Similarly, community members who were in age groups of 41 – 65 and above 65 years did not show much difference in attitudes towards street children. 

Therefore, the findings according to age groups show that there is a significant difference in attitudes towards street children between community members who are in young and early adulthood stages of development and those who are in middle and late adulthood stages. That is, those aged 19 – 25 and 26 – 40 have negative attitudes towards street children, and those aged 41 – 65 and 65 years and above have positive attitudes towards street children 

DISCUSSIONS
Community attitudes towards street children
The results show that many of the respondents (57%) hold negative attitude towards street children. The community’s treatment to street children was explained by responses obtained from the street children, community leaders and Government officials. All these reported antisocial and exploitative practices by adults, such as turning street children into prostitutes. These findings support the literature reviewed. For example, Rajani and Kudrati (1994:23) point that street children are mistreated by community members in many of their interactions with society. 

The street children mentioned that their greatest enemies in the community are police officers. One among the interviewed street children living at the centre reported that, “In my life I don’t like to be a policeman; it is better to live without a job rather than being a policeman. This is because that work is a work for harassing people especially street children”. 

Police officers are said to mistreat street children all over the world. Different authors on street children issues have written the harassment and brutality that street children get from police officers. UNICEF (1999) reveals that police are agents of society and their actions towards children living on streets tend to reflect the negative perceptions of adults in general.

Generally the findings show that the public perception of street children hinges on two extremes: the street child as “a criminal-in-the-making” and the street child as “a helpless victim of circumstance” (Swart-Krugger, 1996). Those who believe in the former view incite acts of violence against the children. Those who believe in the latter view sympathise with and take care of the street children.

Attitudes towards street children across different social demographic variables
As regards community attitudes towards street children basing on social demographic variables, results revealed a significant effect of these variables. It was revealed that female community members had positive attitudes towards street children when compared with male members. These results can be attributed to the fact that female community members are usually exposed to the issues of children living in difficult circumstances and through cultural opportunities in which African women and Tanzania in particular are raised to be intimate mothers. Also female community members show positive attitude to the street children because they are mothers. They know how painful it is to get a child and when they see a child roaming around without any protection and assistance they sympathise as if it were their biological children. 

The interviewed street children reported that when they beg for money in most cases it is females who give them money although there are a few men who do so. It is female members who stop and talk with them and ask them why they are there. The street children reported that when they ask for help from females, those who cannot help them normally say, “I like to help you, but I have nothing to give you”. On the other hand, one street child was quoted as saying that “When it happens to meet a male and a female, male cannot give anything to a street child until he gets forced by the female”. This shows that females have a sense of responsibility to street children, and they feel the agony that street children experience as compared to males.

It was further revealed that some males rebuke street children, labelling them as lazy and naughty, and telling them to find a job instead of begging or go back to their home villages to till land. This seems to be negative to street children because they feel that their being in streets was not their wish, but it was a result of family, social and economic problems. The street children also reported that it is males particularly the jobless ones who harass them physically and sexually; for example, forcing them to give their money that they collect for the whole day, raping and beating them. Similar findings were also reported by Rajani and Kudrati, (1994 and Anyuru (1996).

With the marital status, it was revealed that married community members have more positive attitudes towards street children than single community members. This can be explained by the fact that married persons have or expect to have children of their own. Therefore, when they see street children, they sympathise and see them like their own children. Single community members evaluate street children negatively by looking at physical appearance and behaviour. Most of the single persons indicated that street children are dirty (they don’t look smart), stubborn, beggars and thieves. They wondered why street children instead of struggling to get a job they keep on begging or engaging in bad behaviours, disregarding the fact that these street children have no permanent residence and their whole lives were distorted by the environment where they come from and where they live.

As regards educational level, the data revealed no significant difference in attitudes towards street children between community members with different levels of education. Probably this might be explained by the fact that attitudes towards street children depend on the perceived belief and experience one has with street children regardless of his or her educational level. 

In terms of age groups, the results revealed a significant difference between community members who were in age groups of 19 – 25 and 26 – 40 years and those with 41 years of age and above in attitudes towards street children. That is, community members age 41 years and above achieved higher score on attitudes towards street children scale. This variation might be explained by the fact that the young generation does not care much about street children. This might be due to the fact that some youth see street children as having the same age as theirs. Thus, they perceive them in all respects as equals, ignoring that they have different opportunities and family backgrounds. 

CONCLUSION
Basing on these findings, it is concluded that the community holds a relatively negative attitude towards street children. Furthermore, the community’s attitude towards street children is influenced by gender, marital status and age. That is, females, married individuals and older community members had positive attitudes towards street children. On the other hand, males, single community members (unmarried ones), adolescents and people who were in early adulthood had negative attitudes towards street children.

RECOMMENDATIONS
Basing on the findings of this study, the following recommendations are suggested for changing community members’ negative attitudes towards street children and solving the problem in general. 

Firstly, it is recommended that the Government, Non-Governmental Organisations (NGOs), religious bodies, social workers and community leaders educate the community members on the causes, problems and effects of the street children through mass media, and seminars and workshops. This will raise awareness of the community members and the general public on the need to take collective responsibilities of helping street children.

Secondly, the government should conduct seminars and programs such as workshops that will address the problems prevailing in the society including that of street children. 

Thirdly, since the problem of street children is rooted mainly from family and societal dynamics, it is recommended that the parents and the Government at large should respect and protect the rights of children. 

Fourthly, the study was conducted in Dar es Salaam region.  Street children are also found in other towns of Tanzania. It is therefore, suggested that similar studies should be carried out in those towns. The findings information could help to get the overall picture of attitudes towards street children in Tanzania. 

Fifthly, it may also be of interest to study how street children perceive themselves (their self-concept and self-esteem). The findings of such a study may help in rendering appropriate guidance and counselling services to street children. 
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Dar es Salaam Business School


Abstract: This research on competencies of students in reporting academic research work was undertaken in selected higher training institutions in Tanzania. The institutions included: University of Dar es Salaam (UDSM), Mzumbe University- Dar es Salaam Business School (MUDBS) The Open University of Tanzania (OUT), Institute of Finance Management (IFM), Institute of Adult Education (IAE) and the College of Business Education (CBE).

The general objective of the study was to investigate problems and problem areas with regard to students’ capabilities in writing academic research reports. Specifically the researcher assessed students’ perceptions on ‘research’ as a subject and analyzed problems which faced student-researchers in writing research reports. Case study design, qualitative and quantitative research approaches were used during the study. Research techniques used to collect data included interviews and documentary analysis which were facilitated by research instruments such as interview questions and documentary review schedule. Open-coding procedure was utilized during data analysis.

Research findings indicated that students had problems in writing academic research report. This situation might be underpinned by the curriculum contents and the mode of teaching the research subject. Findings indicated that some of the problems faced by students during writing the research report included: Referencing and Bibliographies, quotations, citing full-text databases bibliographical Databases, Bibliography, citing e-Mail sources, data presentation and analysis. These problems have negative implications to student and, such implications include research students attempt to copy information from already done research reports or consulting private consultants to write dissertations/thesis on their behalf.

INTRODUCTION AND BACKGROUND TO THE STUDY

Research methodology is taught as ‘subject’ at a certificate, diploma and degree levels in educational institutions in Tanzania. According to Kamuzora et al. (2008), the reason why research is taught as a subject in educational institutions specifically at higher learning institutions is grounded on the benefits of research outcomes to students and the nation as a whole. In this regard, the subject provides research knowledge and skills and students are expected to employ competencies they gain in ‘research’ subject to develop research proposals, conduct research and there after write good research reports. Generally, after learning research methodology courses, students are expected to identify and select suitable researchable problems in different fields and conduct relevant research as well as analyzing and discussing collected data critically.
Selvaraji and Sharma (1991) argue that the choice and formulation of research problems is one of the most difficult tasks for a researcher because it leads to the writing of the problem statement, objectives of the research and research questions to be easy tasks. However, all of these need researcher’s competency in the problem area. Mutarubukwa (2006) argues that formulation of suitable research problem makes writing/development the statement of a problem, objectives of the research and research questions easy tasks.

It is a fact that students in educational institutions may be competent on developing research proposals and effective in data collection but not in reporting/writing correctly what they have gathered from the research field. Most of the students after data collection rely on research supervisors’ advises and corrections. According to author’s experience on supervising undergraduate and postgraduate students, a supervisor ends up writing 90% of student’s research report. On the other hand, some supervisors have been encouraging student researchers to consult editors for intensive shaping and corrections of grammar before submitting research reports for markers. This is not a strange issue because a good number of students in Tanzania educational institutions are not competent in English language (Qorro, 2003). 

Although English language is a medium of instruction and learning in Tanzania educational institutions, it is second or third language to most of students (Mutarubukwa, 2006).  Since most of the research reports are usually not written correctly, superbvisors/editors turn into writing the report instead of editing students’ work.






The term research has been variously defined by different scholars. For example, Mutarubukwa (1999) defines research as a process of collecting data, analyzing and discussing them based on the research objectives or hypotheses which are developed by the researcher prior to actual research. In this regard, research is a directed and systematic process which intends to discover and report what is little known or unknown. This meaning is in line with White’s (2002) views research is a focused and systematic investigation which goes beyond available knowledge to uncovered or new specialized and detailed information. Similarly, Sounders et al (2004) explains research as something that people undertake in order to find out things in a systematic manner and that result into gaining knowledge and skills.

Furthermore, Bell (1993) views research as an empirical study which results into discovery of new things for social, economic and education development. Implementation of research findings results into two folds.  It results into development of socio-economic services and development of communities. However, sometimes implementation of research findings has negative effects to socio-economic development in various communities especially when findings are not valid and reliable. Sekaran (2003) describes research as an organized, systematic study which is carried in a logical way. This implies that in doing research scientific methods are employed. The research process involves detailed explanation of the methods used to collect data, critical analysis of the data obtained and provision of recommendations for immediate and further study.

PURPOSE AND TYPES OF RESEARCH

The main purpose of research is to find out the truth which is hidden and has not been discovered (Kothari, 2000).  The purpose of research depends on the type of the problem understudy. In this case, research purposes differ from one research to another. Kamuzora et al (2008) explain that for some research projects, one’s purpose may be to understand, explain and control the impact of something.    Most researchers such as Francoice (2002), Ogondiek (2005) agree that most common and useful purposes of research are for exploration, description and explanations of issues. All these fall under action and evaluation which are major types of research. 

Kamuzora et al, (cited) elaborates that the intention of exploration in research is to gain some insights and familiarization to a new problem. Furthermore, research conducted with the purpose of describing a situation or a problem is aimed at giving the profile of the problem. In this regard, it points out the main characteristics of the problem. Similarly, research which intends to provide explanations to the problem aims at establishing causes and effects among variables.  In this case, an explanatory study goes beyond description and attempts to explain the reasons for the phenomenon that a descriptive study only observes (Cooper and Schindler, 2003). In this regard, explanatory studies are undertaken in order to find relationships between variables under investigation. 

OBJECTIVES OF THE STUDY

Based on the above discussion, the general objective of the study was to probe the problems and problem areas with regard to students’ failure to write good academic research reports. Specifically, the researcher: 
	Assessed students’ perception on ‘research’ as a subject.




Fifty postgraduate research students participated in the study from the following institutions: The University of Dar es Salaam (10), Mzumbe University- Dar es Salaam Business school (14), The Open University of Tanzania (9), Institute of Finance Management (5), Institute of Adult Education (8) and the College of Business Education (4).  Purposive sampling method was used to get respondents who were enrolled in Master degrees and at the same time writing research reports. Since the number obtained after employing purposive sampling method was big. Then random sampling method was used to get the required number of respondents for the study.
Case study design was employed. Furthermore, qualitative and quantitative research approaches were used and provided flexibility in employing different research methods such as interview and documentary analysis during data collection. Analysis and discussion of data were based on the research objectives. In this study, analysis of data was considered important because it was an important step towards finding solution of the problem understudy. Guba and Lincholin (1994) describe data analysis as being a systematic process involving working with data, organizing them and dividing them into small manageable parts. Guba and Lincolin (ibid) continue to explain that data are further synthesized in order to discover what is important and what has been learned so as to decide what to tell others. 





Students’ Perceptions on Research Subject
In this case, students’ perception on the ‘research’ as a subject was sought. Fifty respondents (100%) provided different responses. Respondents from The Open University of Tanzania (OUT) criticized the mode of learning ‘research’ as subject. For example, nine respondents (18%) from The Open University of Tanzania said that it was difficult for them to learn research subject at a distance. One respondent (2%) from this group explained further that ‘….. Research as a subject need to be taught rather than learning at distance because it is not easy to gain competence in constructing researchable topic and to write the statement of  problem only by reading books’. The respondent was referring to the mode of learning at OUT whereby there is no constant face-to-face teaching/learning between teachers and students. In this case, another responded (2%) suggested reforms in the OUT’s provision of learning programs to enable research subject to be intensively taught as it is done in conventional higher learning institutions. 

Another respondent (2%) explained that lack of reliable and competent supervisors cause students learning at distance to perceive research as a subject negatively. She explained that for those students who are doing postgraduate programmes by coursework spend much time in writing research proposals and dissertations because they lack enough knowledge and skills which are supposed to be gained through the research subject. 

In this particular case, supervisors were expected at least to provide back-up knowledge and skills to students during supervision but the use of part time lecturer and full time lectures who had not been oriented to the Open and Distance Learning (ODL) mode caused this service not to be effective. This caused one respondent (2%) to suggest that ‘……… as it is done during practical subject for undergraduate students … during research subject OUT management should allow postgraduate student to attend research subject at conventional universities’. 

Respondent’s suggestion is valid because OUT being a public University can make arrangement with the University of Dar es Salaam (UDSM) or Dar es Salaam University College of Education (DUCE) to enable students to effectively learn research subject. Such kind of arrangement is not new to OUT, for example, students pursuing science subjects do practical at Sokoine University of agriculture (SUA) and at UDSM. In this regard, such type of education collaborative initials enhances learning through socialization (Keignap, 2005).

University of Dar es Salaam (UDSM), Mzumbe University (MU), Institute of Finance Management (IFM), Institute of adult education (IAE) and College of Business Education (CBE) are conventional higher learning institutions. Hence, responses from respondents in these institutions were more-less the same. Ten respondents (20%) and 14 respondents (26%) from UDSM and MU respectively criticized the existing research subject syllabus. Eight respondents (16%) from MU said that they perceived research subject negatively because the contents does not enable them to confidently write research proposals and research report. One respondent from this group narrated further that ‘……. the syllabus is dominated by quantitative method …. Calculations and a lot of formulae which are not important to a student like me who is studying public administration’. 

This response was supported by 6 respondents (12%) from UDSM who argued for innovations in the curriculum to enable them to be competent in doing and writing research proposals and report. In this regard, one respondent argued that since time for studying research subject is not enough (5 weeks), what they needed was prime basics of research. The respondent explained what she needed was training on how to formulate researchable topics, how to write statement of the research objectives and how to analyze and discuss collected data.

Analysis of MU Research Methods subject indicated that the great part of the course outline is quantitative which involves calculations though application of formulae. This underpins the MU tradition that research subject should be taught by one who is competent in basic mathematics. This conception is not valid since most of the researches done by students are mostly qualitative in nature. Qualitative research approach is best taught by social scientists (Franklin, 2003). The respondent argued that what she learned in class about research methodology about 87% is not used during writing research proposal, data collection and even when writing research report. The researcher values respondents’ argument that subject contents should meet the interests of the recipients, in this case, the students.

Five respondents (10%) from IFM and four respondents (8%) from CBE explained the lack of enough study materials including reference books to be among reasons for them to dislike research subject. One respondent from CBE said that after teaching they fail to do assignments since the library have few books most of which do not have detailed contents. The respondent continued to explain that;
 ‘….. Even lecturers are not competent enough in teaching the subject they just provide skeleton of the materials while they understand that we do not have enough research reference books… I learned that subject because it was compulsory but generally I disliked it’.

Analysis of the respondent’ responses indicate that he was criticizing lecture method which is conceived as a traditional method of teaching at higher learning institutions (Francis, 2004). This practice gained importance and was perceived positively at that era when education institutions were fully equipped with educational facilities and equipment contrary to these days. The researcher views a situation as one of the reason which motivates students to indulge into examination irregularities.

Eight respondents (16%) from the IAE had similar observations with regard to research methods as a subject. They insisted that the relevancies of what is taught in research subject are not relevant in daily life after graduation. One respondent explained that he learned research subject at the same institute when he was pursuing ordinary Diploma in adult Education and Community Development but was not able even to write the research proposal a situation which caused him to seek assistance from consultancy firms. He continued to argue that ‘….. Even after graduating from this institution, I failed to apply a lot of mathematics which were taught during or through research subject. At post graduate level, the respondent said that he attended only half of the total hours which were allocated for research subject and that were underpinned by similar problems encountered during pursuing Ordinary Diploma. 

This again calls for involvement of stakeholders during determining curriculum contents not for research subjects but all courses and that will capture stakeholders’ interests and hence, increase in students’ enrollments. It is from this point a suggestion are provided to all higher training institutions to change training mode from supply driven to demand driven training in order to capture learners’ interests. The Demand driven mode of training has been adopted by the Vocational Training System (VETS) in the past five years and this resulted into the expansion of Vocational Training (VET). In the near future the number of Vocational Training Centres (VTCs) will override the number of secondary schools in Tanzania (Mutarubukwa, 2006) because of curriculum contents which reflect future carrier of students during learning and after acquiring qualifications. The adoption of demand driven raining with regard to research subject in training institutions may motivate students to learn the subject intensively and employ learned knowledge and skills when doing academic research work as well as writing good academic research reports.

Problems Student-Researchers Faced in Writing Academic Research Reports
After data collection, students are required to write detailed reports– a stage which needs highest level of competencies in presenting, analyzing and discussing collected data. Respondents narrated many problems they encountered during writing academic research reports. Those problems included: referencing, presenting bibliographies and citation.

Referencing and Presenting Bibliographies
All 50 respondents (100%) explained that they encountered problems in writing references as well as differentiating between presenting bibliographies and references. The respondent from the IAE (2%) explained that they were not taught how to write references and through reading books he has been facing different styles of references and that confused them. The respondent’s view is valid as a supervisor for postgraduate programmes at the OUT, has been observing this problem which negatively affected their scores during thesis marking. Students need to be sensitized on the variety ways of referencing including bibliographies.

Generally, there are versions reflecting such as Numeric and Harvard systems. Basically, if writing a Humanities research report such as literature, philosophy and history, one should use the Numeric system. However, if writing a social science research report, for example, education, sociology, psychology, and business, the Harvard style is more appropriate. In this regard, the Harvard system is a more straightforward way of referring to the work of others (King, 1999). In this case, when discussing an onus’s work, mention the last name of the person responsible for it, followed by its year of publication (See Mutarubukwa, 2006)). In light of this, at the end of the report a list in alphabetical order of all citations is compiled under the heading Reference.

Technically, the term Bibliography is more appropriate at the end of a Harvard referenced research report, for referring to whole works, not particular pages or sections. Also, References should only list items explicitly named in the text, whereas a Bibliography can include works which though not mentioned, have provided useful background reading for development of research report. 

Whatever the case, there is no need of using both terms, for in the Harvard system the referencing procedure is dealt with between the main text and the bibliographical listing at the end. This means that any Notes section included in the report is freed of its referencing role, instead it can be used for aside, for cornets on the main text, or for related reading. Notes should be introduced by superscript numbers-like this 1 or by numbers in brackets (2) running in sequence. There are two types: footnotes which are listed at the bottom of individual pages and endnotes, which go at the end of the main text-as is the case in the text. When employing the Harvard system, one may encounter more complex examples, for it is not always a single author or editor who will be referred to. It may be joint work (Such as Mutarubukwa and Ogondiek, 2007), or one produced by many people such as ‘Galabawa et al. 2002’. It might be work by an individual such as ‘Mbwambo, 2006’ or work by organization such as ‘Mzumbe University, 2005, 2007’

The examples given so far are general references, but it often happens that one wants to refer to specific pages or sections of certain works. This is done by adding the page numbers to the date, taking heed that *writers lard their lean books with the fat of others’ works such as ‘Burton, 1932: 23’. After mentioning the author in the main body of the research it is unnecessary to repeat the name in brackets, just enclose the data next to the relevant name- as with the Mzumbe University above. For two or more publications by the same author with the same data, a lower-case letter to each publication is appended such as example, Mutarubulwa, 2001a, Mutarubukwa, 2007b’. If two authors with the same sir names and with publications in the same year are cited, initials are used to differentiate them (For example, F. Mbwambo, 2007, T. Mbwambo, 2007). The main point is to maintain the flow of your essay and avoid bibliographical clutter: 

Quotations
Another problem explained by respondents when writing academic research report was lack of knowledge when quoting information from other sources. Forty five respondents (90%) said that they had problems in citing quotations from different authors. One respondent (2%) explained that ‘… The problem is on how to quote and how to incorporate quotations in the thesis/dissertation’ Quotations are very important in writing research reports. In this case, quotations may be direct, using the exact word of the original writer, or indirect, paraphrasing the original writer’s text. Whichever is the case, the writer is always required to declare an idea taken from another source. If this is not done, one may be accused of plagiarism of having ‘lifted’ passages, or ideas they express, without attribution. 

A quotation which is less than three typed lines long should be incorporated into the body of the report, but, unless introduced by a colon, such an insertion must fit grammatically into the main text. The following is an example: It was revealed from the study that increase in the number of financial institutions in Tanzania has resulted into business competition and hence improvement in communication in financial intuitions in order to attract customers (Mbwambo and Rutainurwa, 2007: 14).

 Longer quotations are always set apart and indented in distinct paragraphs. Line spacing is normally single- spaced for quotations as illustrated in the following example.
……VETA lacks qualified instructors.  In this case, 70% have primary education and trade test grade one, 29 have secondary education with trade test grades I, II and III and 0.1% have reputable University degrees ( Galabawa, quoted in Mutarubukwa, 2006: 12).

When quotations are set apart they do not require quotation marks unless character’s direct speech is cited. Another issue on quotations is a situation when quoted work is in a secondary source. It is not good practice for one to pretend that he/she have read the original material. Unfortunately, this occurs far too frequently, so that quotations are recycled like Chinese Whispers and end up bearing little relation to the original text. 

Where quotations are part of the main body of the research report, either single or double quotation marks are used to enclose them. Foreign words and phrases, like inter alia and homo sapiens may also be highlighted in this way, although italics, bold print, or underlining are preferable, showing which terms are, pro tempore, not commonly accepted in English usage.

Citing Full- Text Databases 
Another problem mentioned by respondents was citing full text data bases. This problem was found to be mainly underpinned by lack of knowledge and skills in Information Technology and skills. This is because to day, most of the information is derived from electronic data base. In this case, most of the material is acquired from full-text databases available either (i) Directly (For example, CD-ROM) or (ii) Indirectly (For example, FTP, e-mail, Telnet, on- line host). Specification on what form of source is always required.

Format for (i) 
Analysis of the respondents’ dissertations (N=50) indicated that students were not competent in citing direct from computer facilities such as CD-ROM. Citing should indicate name,  year of publication, title, and source of journal, volume as well as  part or full date if newspaper.

Example,
Duwe, J. (1992), Mzumbe Job Allocation, The Guardian 05 October, p. 11 (CD-ROM).

Format for (ii)
For citing indirectly one should indicate name, year, item and title (or indicative title) available from the text (specify-Mzumbe University).

For example,
(i)	Barongo, F. Mtey, F. Masoyi and G.M. (1994)
(ii)	Bibliographic citations for computer files available from: Gopher://gopher.epas.utoronto.ca:70/0/data/more/citation.part e.e (​Gopher:​/​​/​gopher.epas.utoronto.ca:70​/​0​/​data​/​more​/​citation.part e.e​), 02/02/2010 (without obvious title)
(iii)	Ogondiek, M. (2004), Innovations in the Vocational education and Training System, from http://www.timeshigher. Newsint.co.uk/histtab.htm. 12/01/2010.

Bibliographical Databases
It was revealed from the respondents that they have difficulties in citing the whole data base. Data bases are equivalent of printed bibliographies, abstracts and indexes, generally in CD-ROM format, though some are still only available on-line. Generally cited database is not needed if it has been used simply to find references.

Format for citing whole database:
One needs to cite a whole database, but this would be the format:




Format for citing part of a database (For example, an abstract): Name (year), item title source Title (For example, journal Title). Abstract from x- database, any reference number.

For example,






Ferguson, Nicky (1995) on line citations forwarded by: ecn@ssa.bristal.ac.uk (​mailto:ecn@ssa.bristal.ac.uk​) to: dhrl@basil.acs.bolton.ac.uk (​mailto:dhrl@basil.acs.bolton.ac.uk​), 2 August. Original message from:laine@vm.utcc.utoronto.ca. 23 July

Jenkins, Andrew P. and Olsen, Larry. K. (2009) 

JIPE, Journal of Education and Development Vol. 10, no, 6, pp.32-39 from ERIC (CD-ROM) June 2006, Silver Platter

John (2007), The Competence of WnpMail e-mail from jmk@seh dars. Mu.ac. tz to: dhr1@mutta.acs.mzumbe.ac.tz, 4 May

Barongo, F.M. (1992), Practical Implications of the CBET in VTCs, Mzalendo, 10, August, p.1 (CD-ROM)

Johnk, Ogondiek G. and Bonidard, J. (2004) Bibliographic citations for computers files available from: Gopher://gopher.epas.utoronto.ca:70/0/data/more/citation (​Gopher:​/​​/​gopher.epas.utoronto.ca:70​/​0​/​data​/​more​/​citation​). prt

Ngonge, K. (1995) – (Research gaps in Live hood). Available from:http://www.timeshigher.newsint.co.uk/histtab.html
                                                                                                                          
Citing E-Mail
Another problem identified from the study was citing from e-mail. In this case, 47 respondents (94%) explained that they failed cite information from e-mails because they lacked computer training. One respondent from this group explained further that ‘… at my institute (IAE) there are few computer facilities and computer training is offered to students under cost … I cannot meet such costs.

Seventy five (75%) of the studied sample attended computer training but were not competent in computer applications and 10% were found to be competent in using computers for academic progress. Furthermore, 15% of the respondents were found to be computer shy and that condition negatively affected them since they could not get enough literature when writing reports.

Format for Citing an e-Mail
Name (year) subject heading {or contrived heading} e-mail from: address to address, date and month.
Example
King, Katarama (2006) New version of Winpmail e-mail from:  jmk@seh 1. acs.bolton.ac.uk to: dhr1 @basil.acs.bolton.ac.uk, 4 May.

STUDY IMPLICATIONS AND CONCLUSION

Implications
Generally, it has been revealed from the study that the majority of students in higher educational institutions in Tanzania lack knowledge and skills in research. They are specifically not competent in writing good academic research reports. This has resulted into plugralism whereby most of the students are copying other works by making very few changes with the intension of passing the research subject. This is evident to many research dissertations available in the libraries of the studied higher educational institutions.  The situation has been fueled by non-availability of a centralized banking system for all research work undertaken by students in higher learning institutions in Tanzania. The situation causes supervisors and external examiners to fail to be aware of the dissertations/thesis which has been done before.

Generally, the research subject is dominated by the mathematics especially for the quantitative part. It has been learned that students in higher learning institutions have bias on mathematics (Ndalichako, 2005) and most of them drop the subject at lower level of education. Therefore the dominance of mathematics in research curriculum influences students who dropped mathematics at lower levels to have negative attitudes toward research subject. Generally, most students opt to employ qualitative research method during research which is not dominated by mathematics concepts and formulae. This has been the case for students undertaking postgraduate studies in public administration, adult education and community development.





A research is not completed if a research report is not written correctly. In this regard, competence in writing academic report needed because researches play vital roles in socio-economic development of the country. Research findings are used to evaluate progress of various projects and to make reforms for good progress. 

Furthermore, research findings are also used for decision-making (Mutarubukwa, 2006). For example, a research conducted to seek opinions of stakeholders on the curriculum contents in vocational education system led to the decision on providing training based on labor market demands. Research on Poverty Alleviation (REPOA) has done extensive research on poverty alleviation and reduction in Tanzania and that has resulted into the formulation of programmes for poverty alleviation/Reduction in Tanzania. All of these have been achieved due to the employment of qualified and competent researchers.
It is expected that higher education institutions in Tanzania are capable of providing knowledge and skills to students to be able to undertake research works and write good research reports. This is due to the fact that higher educational institutions are centres of producing competent professionals who are capable of undertaking various professional tasks including undertaking research tasks. This may be achieved through making innovations into the research methodology curriculum in order students to gain competencies in this important subject which is likely to contribute indirect in socio-economic development of the country.
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Abstract: Though the benefits of living a physically active life style are known, a good number of young people are not active in sports and physical activities. In light of enhancing a physically active life style among young people, this study aimed at examining the relationship between perceived physical competence and secondary school students’ participation in sports and physical activities. Also examined were the influences of perceived physical competence across gender and age. The study was descriptive survey and was conducted among secondary school students in Dar es Salaam region, Tanzania. The sample included 900 students with equal number of boys and girls. Stratified random sampling technique was used to get respondents from selected secondary schools. Data were collected through questionnaires that were adapted from SPEQ and were analysed by the help of a desktop computer using SPSS program (Version 10). Frequencies, means and standard deviation were calculated for easy interpretation of the information. The Pearson correlation coefficient was calculated to determine significant relationship among variables. Findings revealed that 41.4% of respondents were inactive, 39% were moderately active, 8.7% were active and 10.7% were very active. There was a significant relationship between secondary school students’ perception of physical competence and participation in sports and physical activities (r =. 48, p < .01). Perceived physical competence was also found to cut across gender (r = .16, p = < .01), and age (r = .14, p = < .01). Based on the findings it is concluded that there is a relationship between perceived physical competence and physical activity participation behaviour among secondary school students. It was further concluded that perceived physical competence is related to age and gender. It is therefore recommended that young people should be encouraged to participate in sports and physical activities to make them physically fit and improve their health. Further the community, schools and the government should set programmes to make young people physically active. 

Key words: Perceived physical competence, health behaviour, sports and physical activities, secondary school students.

BACKGROUND TO THE PROBLEM

The belief that participation in sports and physical activities is essential to good health is nothing new. Great philosophers of ancient time like Aristotle (300 B.C) once said that a man falls into ill health as a result of not caring for exercise (cited in Rowland, 1990). They were convinced that sports and physical activities promote the development of mind, body constitution, and human spirit. Pate and Sirard (2001) note that physical education and sport programs offer a variety of situations for individuals to experience feelings of personal competence and to gain a sense of achievement, as well as to develop self-concept. Laquatra (2000) mentions physiological befits such as motor skill development, positive changes in body composition, increased bone density, and improved ability to fight infection. In addition, the psychosocial benefits include a healthy development of self-concept, positive self-esteem, competence and emotional well being. Likewise, physical inactivity has been identified to be an independent risk factor in young people including prevalence of obesity and non-insulin dependent diabetes mellitus (Malina & Bouchard, 1991). 

The need to promote health for every individual has made health practitioners to recommend exercise. The American College for Sports Medicine, for example, recommends that individuals should engage in at least three periods of moderate exercise each week to maintain cardiopulmonary fitness (Bozionelos & Bennett, 1999) or at least thirty minutes every day (Franks & Howley, 1998). Despite all this knowledge, however, while some young people participate in sports and physical activities on regular basis, many others do not. Fox (1994:15) noted a decrease of participation in sports and physical activities among young people with the increase of age and across gender. This prompts the question, why some young people participate in sports and physical activities more than others?

Researchers have attempted to answer this question by looking at different determinants that affect young people’s decision to participate in sports and physical activities including psychological characteristics such as perceived physical competence, self-efficacy and positive beliefs about physical activity (Broaklin & Weiss, 1993; Welk, 1999; Pate & Sirard, 2001). Although literature discloses an increasing trend for many young people not to participate in sports and physical activities (Weiss, 2001; Laquatra, 1999; Fox 1994), there is no study which has been done in Tanzania to substantiate this claim. In addition, although perceived physical competence is frequently cited as a potential mediator of young people’s participation behaviour, its empirical confirmation is scant. Hence, the need for this study.

The main purpose of the study was to find out the relationship between perceived physical competence and physical activity behaviour among secondary school students. The study also aimed at examining the influence of perceived physical competence across gender and age of students. Three hypotheses were developed for this study, namely: there is a significant relationship between perceived physical competence and young people’s participation in sports and physical activities; there is a significant relationship between perceived physical competence and age; and there is significant relationship between perceived physical competence and gender. The theory of planned behaviour (Ajzen, 1991) guided this study. The theory has three psychological constructs of attitude to behaviour, subjective norm and perceived behavioural control. According to this theory, the three constructs can form behavioural intention to behaviour such as physical activity. The theory was chosen in order to explain how attitudes of young people such as perceived physical competence may influence them to participate in sports or physical activity.
Understanding the relationship between perceived physical competence and young people’s participation behaviour in sports and physical activities was significant in that: First, the study narrows the lacuna of research in the field of youth sport in Tanzania, and intends to stimulate research in this area. Second, the study was significant because participation behaviour has been theorized to carry over through adolescence into adulthood. The results of this study might contribute to knowledge, which will help to change the quality of life for many people. Third, the study was expected to provide an empirical base to assist in understanding young people’s participation motivation. 






This study was mainly descriptive survey. Descriptive studies rely on individuals’ self-reports of their knowledge, attitudes or behavior (Mertens, 1998). They assess attitudes, opinions, demographic information, conditions and procedures (Gay, 1987) and data are usually collected through questionnaires, interviews or observation. The study employed descriptive survey research design to gather, analyse and interpret data, and give a picture of secondary school students’ participation trends in sports and physical activities. Debus (1986) contends that survey design gives in-depth responses about what people think and how they feel about the problem. 

Survey design was anticipated to enable the researcher to gain insights into the practices and behavior of the target group. The method was suitable for this study because it allowed freedom for the respondents to express their practices and behaviour. The dependent variables of the study were physical activity participation levels which are inactive, active, moderate active, and very active. The independent variables were age, gender, and perceived physical competence. The study was conducted in Dar es Salaam region. The region was selected based on the fact that it has many secondary school students some of whom are active in sports and others who are not involved in sports and physical activities. In this study, the target population included all active and inactive young people studying in secondary schools. 
Sample
A total of 900 subjects from Dar es Salaam secondary schools took part in this study. The sample was obtained through stratified random sampling. Students were stratified based on their class level and gender. The schools were day and boarding co-education schools. Secondary school students were selected for the study because many schools have sports and physical activities programmes as extra curricula activities. Because of this students have opportunity to participate in sports and physical activity while at school. Therefore, secondary school students could reveal the true picture of participation trends in sports and physical activities. 

Instruments
A direct contact questionnaire was used for data collection because of its suitability for establishing rapport with and ensuring freedom to the respondents (Gay, 1987). The researcher adapted the questionnaire used to measure psychological characteristics for participation in sport and physical activities known as SPEQ (Self-Perception in Exercise Questionnaire). The questionnaire was developed by Sørensen in 1995 and it was tested three times and yielded high reliability of 0.84, 0.86 and 0.88 respectively (Sørensen, 1997). To ensure its relevancy to the Tanzanian context, the questionnaire was pilot tested at Rwegalulira secondary school in Dar es Salaam and yielded a reliability of 0.88. 

Data Analysis and Statistical Procedure




Sports and Physical activities Participation Levels of Respondents




Perceived physical competence and participation in sports and physical activities
The predictor variables of perceived physical competence were measured through questions of enjoyment or excitement in sports, mastery of physical skills, and mastery of many types of physical activities. The responses were: totally agree, agree, disagree and totally disagree. The score values ranged from 4 to 1 (4 for totally agree, 3 for agree, 2 for disagree, and 1 for totally disagree). 





Showing what I am good at in sports and physical activities	.51**	1.00					
A feeling of attaining something	.42**	.58**	1.00				
Showing control of something	.46**	.60**	.59**	1.00			
Mastery of many types of sport	.23**	.30**	.25**	.25**	1.00		
6.   Sport for removing daily stress	.22**	.31**	.28**	.33**	.20**	1.00	
Hours of participation per week	.29**	.47**	.35**	.36**	.28**	.24**	1.00
**Correlation is significant at the 0.01 level 


Those who scored the highest values were regarded as having a high perception of physical competence (that is, those who responded to either totally agree or agree). Those who scored the lowest values were regarded as having low perceived physical competence (that is those who responded to either disagree or totally disagree). To determine how perceived physical competence related to the frequency of participation in sports and physical activities, the variables of perceived physical competence were either correlated or cross-tabulated with the hours or days of participation in sports and physical activities per week. The results are presented in Table 1 above.

The overall result indicated a correlation of 0.48 (p < .01) for the total variables of perceived physical competence. It is therefore asserted that a significant relationship exists between young people’s perceived physical competence and participation in sports and physical activities in Dar es Salaam region.

Perceived physical competence and age
From the findings it was revealed that there is a significant relationship between perceived physical competence and age among secondary school students (r = .14, p = < .01) as the Table 2 below shows.

Table 2: Means, Standard Deviations, and Pearson correlation coefficient comparing perceived physical competence by Age











** Correlation is significant at the 0.01 level (2 tailed).

From Table 2 above, the descriptive results show that the mean of students aged 14 and 15 years was low as compared to the rest. This is an indication that older young people had a higher perception of physical competence than the younger ones. 

Perceived physical competence and gender
The results for the relationship between perceived physical competence and gender are presented in Table 3.





I often find it exciting to see how much I can manage to do on physical activities and sports.	3.20	.91	2.88	.99	.16**
Somehow, I show what I am good at when I participate in sports and physical activities.	3.23	.77	2.92	.96	
Physical activities and sports give me, among other things a positive feeling of attaining something.	3.20	.83	3.03	1.00	
Physical activities and sports are important to me because they make me feel I am in control of something.	3.18	.84	3.08	1.02	
I think I am good at more types of physical activities and sports than others.   	2.79	.88	2.60	1.01	
I think I can get awy from daily stress of life by doing physical activities. 	3.28	.83	3.14	1.02	
** Correlation is significant at the 0.01 level. 





The main task of the study was to find out whether there was a significant relationship between young people’s perceived physical competence and their participation in sport and physical activities. In other words, the study wanted to understand whether young people with high perception of physical competence participated more in sports and physical activities than those with low perception of physical competence. Examined were also the influences of perceived physical competence across gender and age of students.

From the findings, it was disclosed that in Dar es Salaam region, secondary school students who showed a high perception of physical competence participated in sports and physical activities more frequently than those low in perceived physical competence. For example, it was disclosed that young people who possess physical competence variables of enjoyment in sports and physical activities, mastery of physical skills and mastery of many types of physical activities and sports participate more frequently than those who do not possess these constructs. Williams and Gill (1995) and Baron and Byrne (1997) revealed that perceived physical competence is related to perceptions of success, pride, enjoyment, excitement and confidence. These consequently lead an individual to persist longer in sports and physical activities.
The findings of this study concur with the theory of planned behaviour. Ajzen (1991) and Courneya and McAuley (1995) theorised that attitudes are significant predictors of behavioural intention. In this study, the findings have revealed that one’s perception of physical competence like mastery of physical skills and enjoyment in sports and physical activities formed the intention to participate in sports and physical activities. For example, it was found that, students who feel excited in sports and physical activities participated between 2 to 4 days per week. On the contrary, those who did not feel excited participated once or never per week. 

From the study, it was also found that young males in Dar es Salaam had higher perception of physical competence (82.8%) than females (69%). The physical activity literature reports gender differences in perceived physical competence of young people (Sallis, 1991; Welk, Corbin, & Lewis, 1995; Gould, 1996). In order to understand these differences, many plausible explanations may be offered. It is well established that social comparisons prevail mostly among young people as they reach adolescence stage. Bell (1997) reports that young people seriously underestimate their physical competence and overestimate their competence using self-comparisons. These comparisons are heightened during puberty when girls are increasing in body fat and boys are increasing in muscle. It would seem, therefore, that social comparison among young females makes them to have low perception of physical competence while making males to have a high perception of physical competence. In addition, young males and females receive different messages about how to be physically active (Weiss, 2001). It is often permissible for young males to go outside and play rougher or unattached than it is for young females. Younger females are told that going out for sports and physical activities are unsafe to them. Therefore, they remain at home and do some family chores like cooking and washing. In this way it is possible for girls to underestimate their physical competence. 
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School youths are one of the vulnerable groups to the HIV/AIDS pandemic. This vulnerability is due to a number of risks they go through. Data from various studies on HIV/AIDS confirm a sharp increase of HIV infections among teenagers and youths. Over 14,000 new HIV infections were occurring a day in 1996. More than 95% of these cases were from developing countries and 1600 of them involved children under 15, the age including primary school pupils UNAIDS, 1997; WHO, 2000). Being a third world country, the situation in Tanzania is getting worse. HIV infection rate has increased from about 5.3% in 1992 to 10% in 2004.

The youths formed the group affected most. (NACP, 2004). Several studies have been conducted in Africa, especially sub-Saharan Africa, to understand the incidence trend of HIV/AIDS in general. Some of these studies have been supplemented by studies attempting to understand patterns of behaviours associated with HIV/AIDS among youths (Joel et al, 2004).    

In Tanzania, various studies have been conducted on condom use behaviour among the sexually active youths (Kapinga, 1995; Oderile, 2000; Mbaga, 2000; McCabe, 2002). Research findings on HIV knowledge and perceptions among the youths are also widely available. Governmental Organisations, Non-Governmental Organisations (NGOs) and Community-Based Organisations (CBOs) have been concerned with the pandemic. Such organisations include TACAIDS, Angaza, Students Partnership Worldwide (SPW), Tanzania Youth Alliance (TAYOA), and World Vision just to mention some. Efforts by these organisations are directed at fighting HIV/AIDS through abstinence, being faithful to only one partner who is not infected, and condom use. Many studies have focused on post-primary pupils, that is, those in secondary schools and universities while there is limited information on HIV-risk behaviours and HIV-risk-preventive skills among the primary school pupils despite some of them being already sexually active. Despite the HIV/AIDS preventive initiatives addressed to the post primary school youths, campaigns directed at them have been found to be ineffective as revealed by the increasing number of HIV/AIDS infections among the sexually active youths. Ball (2000) indicates that some pupils become sexually active while still in primary school, and some of them enter adolescence stage while in primary school. 

Adolescence is associated with critical health and behaviour problems including early sexual practice, alcohol taking and drug abuse. His study also revealed that primary school pupils develop or adopt HIV-risk behaviours because of lack of knowledge on the pandemic. 

In Tanzania, like in many other developing countries most primary school pupils after completing standard seven do not continue with post-primary education. Some drop out from schools, and some others are expelled due to unplanned pregnancies. Such youths are likely to lack HIV-preventive skills and health enhancement measures provided in post-primary education. It is very likely that among other things, the HIV/AID –risk to primary school pupils is often ignored may be because primary school institutions are not a priority for donors dealing with HIV/AIDS. Gachuki (1991) comments that targeting adolescents in post primary schools who are at HIV- risks behaviours is very important but the programme should also be targeted to the children before they leave primary schools. In this spirit, this article examines HIV-risk behaviours facing the primary school pupils and the available intervention opportunities. 

PRIMARY SCHOOL PUPILS’ SUSCEPTIBILITY TO HIV INFECTION

Primary school pupils are also living in the world of HIV/AIDS pandemic. Some of them in standard four and five and most in standard six and seven are already sexually active (NACP, 2005). The act of a pupil being sexually active while still schooling is determined by the age with which that particular pupil was enrolled to school. 

In Tanzania, children join standard one at the age of seven. They become mature and sexually active as early as ten years or above at standard four. Majority of primary school pupils become sexually active when in standard six or seven. At this age it is more likely that a child can become prone to HIV-risk behaviours because their peer groups involvement is intensified. 

Valleroy et al. (1990) points out that the source of pandemic infections increase emanate from HIV-risk behaviours such as biological vulnerability and lack of societal recognition among youth. On the other side, Centres for Disease Control (CDC) (2003) and Vissa and Maleko (1999) point poverty and low socio-economic status as some of the accelerators of HIV-risk behaviours among primary school pupils. National Survey on Drug use and Health (2003) that young people take alcohol, tobacco and other drugs at high rate-behaviours that put them into HIV-risks. Both casual and chronic substance users are more likely to engage in HIV-risk behaviours such as practising unsafe sex when they are under the influence of drugs or alcohol. However, primary school female pupils are at higher risks of contracting HIV compared to males due to their physiological make up. For example, majority of the primary school female pupils have immature cervix for penetrative sex that can lead to scratching and injuries which can form the breeding ground for HIV infection. On the other hand, Diaz et al. (1994) insist that the environments in which young people live profoundly influences their behaviours which put them into HIV-risks. Economic pressure puts female pupils into risks due to perceived female economic dependence.(Leigh and Stall, 1993;Martin & Spence, 2000). 

Primary school pupils in hostels are most likely to be prone to HIV-risks behaviours because parents and guardians are not there to guide and protect them. Children in hostels adapt behaviours just for experimentation and recognition. They also sometimes do it through imitation. In other cases, they are being cheated or bribed by the adults. In such cases, pupils may contract HIV/AIDS. 

SEX BEHAVIOUR AT EARLY AGE 

Some children in primary schools become sexually active at early age. As a result of this, some of them take on and maintain multiple partners, and involve themselves in unprotected sexual practices. Some primary school pupils are already sexually active and practice sex while still in lower classes. A study done in South Africa justifies this statement by showing that 10% of the sample of primary school pupils studied had started practicing sex from age 11.Another study in the same country by found that many primary school pupils are sexually active and did not use protective means during sex. Thus, risking HIV infection. A survey of teenage girls in Kisumu, Kenya, also shows that one in every 10 primary school pupils is infected by the age of 15.reports that in Mozambique there are cases of primary school teachers who have sexual relationships with school girls where they exchange sex for marks. Sometimes primary school girls practice sex with over-aged partners for food and money, a behaviour which puts them at risk of HIV infection (UNAIDS, 1997, 1999; Visser and Maleko, 1999; Barnaba, 2003; NACP, 2005).

In Tanzania,  primary school pupils practising sex is not a new behaviour. There is evidence that primary school pupils practice sex at early age. Ndeki et al. (1992) comment that, some primary school pupils engage in sexual intercourse before puberty. According to the Ministry of education and culture, the 2004 statistics of education indicate that 2550 primary school pupils dropped out because of pregnancies and among them 62 were in class three (The Guardian, 2006). This simply implies that some primary school pupils do have unprotected sex. This can lead to HIV Infection. 

Sex activities among primary school pupils are not between pupils themselves only. Sometimes, adults get involved too. That is when it becomes more serious. Adult men look for children (primary school pupils inclusive) for sex thinking that the young partners are safer from HIV infection (Maltin & Spencer, 2000).This is common for heterosexuals and to some extent homosexuals. One can ask as to why primary school pupils are vulnerable to pedophiles? Firstly, adults assume that children are safe from HIV/AIDS infection. Secondly, children are tempted with financial tokens or presents from adults, especially for those girls from economically weak families. Thirdly, young primary school pupils practise sex at early age for leisure. Fourthly, they also simply do it out of ignorance. Generally, early age sex is common because majority of primary school pupils are not aware of the risks associated with it. 

Condom use Behaviour
All over the world including Tanzania, condom use is believed to be one of the appropriate HIV preventive measures. Various researches address and advocate condom use (Lugoe, 1996; Sharan et al., 2006; Klepp, 2006).Condomizing therefore is believed by many people and researchers as practicing safe sex. Due to this, there are varieties of condoms, for both males and females. However, condom use may be determined by the level of knowledge and the perceived benefits of condom use. The level of awareness, the perceived significance or insignificance of condom use, the culture and norms of the society, discussing about condoms at homes with families and the society at large also influence condomization (Klepp, 2006). 

Some questions arise. For example, how the society, parents and guardians perceive primary school pupils’ use of condoms? How do primary school pupils themselves perceive condom use? How do school management perceive the use of condoms among primary school pupils? The society perceives primary school pupils as children. They are seen as too young to engage in sex. Societies also believe that talking about issues related to condom use is like teaching children to practice sex at early age. Traditionally, teaching and learning are undertaken according to age. Thus, there are activities and knowledge including sexuality believed improper for children. Therefore, parents do not discuss sexuality with children because it is a taboo. Primary school pupils are not able, by themselves, to search for knowledge relating to HIV/AIDS. So, condoms are not their concern (Kabate, 2007). In addition, sometimes children are also not open to their parents.

Condom use is a controversial issue when it comes to young pupils. Primary school pupils are living in a society which is full of contradictions. In Kenya, for example, political leaders insist that condoms should be distributed in all primary schools while religious leaders argue that giving condoms to young pupils is like issuing them licences for prostitution, which is a sin, and leads to death (Waal, 2006). Equally, in Tanzania, religious leaders preach that using condoms is sinful. Such disagreements contradict and confuse pupils. There is a battle between traditions and change. However, there is ample evidence that pupils in primary schools over-step the traditional boundaries. They make choice of their sexuality, practice sex and become sexually active. 

Teachers’ and parents’ reactions towards condom use are rooted in cultural backgrounds.  Parents do not talk about condom use in front of their children fearing to violate societal norms.  To them, talking anything related to sex is against the cultural norms and values. The parents fear to expose their children to undesirable behaviours. On the other hand, pupils look upon their adult partners for guidance and protection. Experience shows that, existential learning methods about sexuality and condom use have had no avenues to learn from. Primary school pupils are not open about condoms either to parents or teachers. However, this may be associated with lack of knowledge about risks of not using condoms.
Parents know that their children on their own learn from various sources like television, radio and peer groups (Kabate, 2007). On the other side, teachers assume that children are aware of the situation due to exposures on HIV-risks and preventive measures while children despite relying on the media they perceive their parents and teachers as credible sources of health information than other sources. Therefore, condom use among primary school pupils remains a taboo because of a combination of beliefs, level of education, circumstances and the culture. In addition, some young pupils believe that condoms are HIV implanted and reduce sexual pleasure (Juma & Mbwambo, 2001). Kabate (2007) adds that conventional institutions such as schools and religious organisations do not approve young people’s use of condoms. Furthermore, young people including primary school pupils are not encouraged to use condoms and thus are at risk of HIV infection. They also lack information from credible sources and practice behaviours out of their knowledge through experimentation which puts them into risks of HIV infection.

DRUG ABUSE AND ALCOHOLIC DRINKS TAKING

Drug abuse is currently one of the social problems that is gaining pace in the world, and has become an issue that attracts considerable national and international attention (Magong’o, 2004). It is estimated that there are 30 million-drug addicts worldwide with heavy concentration among youths (Kilonzo and Mbatia, 1996). The data correspond with the statement made in Daily News of March 8, 2000, that studies in developed countries have shown that these countries have turned to be drug addiction laboratories. In Tanzania, like elsewhere in the world, use and abuse of drugs by students raise a major concern particularly with regard to drug abuse and addiction (Magong’o, 2004). Primary school pupils involve in alcoholic drinks taking and drug abuse behaviours considerably as stated by Johnson, et al., (1995) that some drug abusers are very young from primary schools. Sometimes this behaviour is practiced at their homes and schools as pointed out by Kilonzo et al., (2002) that, primary school children are seen to hover between schools and homes without proper guidance. Barnaba (2003) in his study conducted in Namibia found that children in primary schools take alcohol with their parents at their homes. Studies show that in Tanzania the use of drugs among youths is alarming in concurrent with early initiation into drug use where they point the common users to be found in urban areas (Ndosi, 1999 & Kilonzo et al., 2002). Both females and males use drug abuse but the magnitude differs where in some cases males outnumber females and in some cases girls outnumber boys (Magong’o, 2004). 

More critical is the increasing trend in the use of illicit drugs by the younger children. This is associated with the increase of the use of drugs than before where there is a shift from using cannabis and khant which are cheap to the use of heroine and cocaine which are more expensive. Together with this more varieties of illicit drugs are now in place and used by young children. Furthermore, there is an increase of younger children who are using illicit drugs. Also, more females nowadays than before use illicit drugs and it has been found that nowadays more females are joining the arena of drug use (Magong’o, 2004). 
There are reasons behind the increase use of illicit drugs. First, is the availability of the illicit drugs. Second, due to its availability many young children can afford to buy such drugs like cocaine. Third are the perceived effects or outcome after use. For example, cocaine is said to make a person sexy or sexier and chewing khat makes long vehicle drivers stay awake and it is helpful in accomplishing other vigilant tasks (Carrol, 1993 & Kericho, 1996). Therefore, primary school children use these kinds of drugs due to various perceived reasons.

The modes of drugs abuse differ from one individual to another. The modes are such as inhale, skin-popping and intravenous injection. Intravenous injection involves the sharing of needles. The drug use can also be in a form of progression, where a person tends to use from soft to hard drugs. However, in the form of drug use, history tells that a person who starts earlier becomes experienced. Those who are experienced tend to use intravenous injection because it is perceived to bring immediate gratification. In drug use the age at which a person starts practicing drug abuse is also very important. Primary school pupils engage in drug abuse from early and the situation becomes critical when they are in secondary schools (Magong’o, 2004). 

One can ask a question as to why children at younger age in primary schools take drugs. The reasons for taking drugs differ from individual’s expectations after taking drugs. For example, Lonison, et al. (1992) point out that after 10 years of age children begin experimentation with a range of new behaviours regardless of culture where alcohol and other drugs have become a normal part of coming to age. Ndosi (1999) says that, students preparing for examinations are among the frequent drug abusers. He further points out that youths use drug abuse because they perceive it to help them to cope with developmental difficulties, give stimulation in leisure, interpersonal relationship due to conformity and affiliation to others. They also take drugs because they perceive drug abuse help them forget sad experiences. Some of youths and children perceive that drugs help them to express freedom where they can be able to search for relief and security (Carrol, 1993 & Biswalo 1996). However, in primary schools, drug taking is a result of behavioural copying. Young children tend to copy behaviours from their fellow peers (online materials). So a child will tend to use drugs so as to be part of her/his peer group. Peer groups are the most important in which a child can copy good or bad behaviours depending on the group he/she is attached to. It is where a child copies unpleasant behaviours and becomes at risk to HIV/ infection.

Lowinson et al. (1992) argue that young children drug abuse in a predictable developmental progression beginning with experimentation to recreational purpose. They further comment that experimentation and recreational use of substance is mush associated with pleasure and nothing bad is perceived to happen for them. The behaviour of drug use among the younger children is developmental which in time leads into psychological and physical dependence due to its regular use. They practice all these because they are least informed about the consequences of their use and they do all these to explore new ideas which is of great risk to them (Kaaya et al., 1992). The question is, to what extent drug abuse becomes HIV risk behaviour? Kilonzo et al. (2002) argue that drug use interferes with judgment over sexual practices such as poor or negation of using condoms with sexual partners. Alcohol users also at the age of primary schools feel emotionally and physically unstable because the memory becomes impaired and the conscious part gets lost and this leads into poor decision-making and sometimes act aggressively (Feldman, 1997). This is common during sharing of injecting needles. If there is a person who is infected from HIV it is true that the rest who will use the needle are at risk of being infected to HIV/AIDS. 





Discos attendance is among the most popular forms of entertainments among youths (online). Experience from Uganda shows that disco is a catalyst to sexual activity among young people (online materials). An experience from Uganda has shown that it has been observed that younger children from primary schools are taken to discos where active dancing and drinking take place. Findings from online materials indicate that alcohol drinking is an integral part of disco culture. The article further states that disco is much associated with sexual practice as disclosed by two boys; the first narrated that “You dance with a girl then after you go and play sex with her it is a normal thing”. The second explained that “body contact during dancing makes it impossible to resist having sex afterwards”. Furthermore, they say that traditional dancing does not involve direct body contact but western-style dancing is increasingly becoming popular these days, as a result after dancing western style sex is only small step (online materials).

Studies on discos from developed countries reveal that some younger children from primary schools dance with the help of drugs where those from high socio-economic status can afford to buy drugs (JSTOR, 2000). In addition to that some children frequently visit local bars in rural areas where they take alcoholic drinks and alcohol is assumed to be an integral part of disco culture (online materials). In Uganda it was reported that at Kabale girls brew alcohol and often young children are used to sell it. Young children begin to drink alcohol as early as 8 years of age where drinking takes place in local bars (online materials).

The author believes that in Tanzania some young children from primary schools attend discos and visit bars but information goes unreported. Initially youths attend night discos for leisure purposes, a situation which involves adopting other behaviours that put them into risks to HIV infection. Night discos for example, are much connected with the peer groups because a single person can not attend discos when there are no other people of his/her age. From this point of view the researcher believes that children who attend night discos for leisure are reported as being high risk takers. When they are out for discos during the night hours without the guidance of parents they are likely to copy maladaptive behaviours which are portrayed by some of friends in the peer groups. For example, they can influence each other to take alcoholic drinks and illicit drugs because it is assumed that these behaviours go together. Thereafter, when they are out in the night discos they can engage into sexual practices. This situation confirms their vulnerability to HIV/AIDS infection. At this time this kind of risk behaviour occurs when children are away from the security of their families and start searching for their own independence. They perceive behaviour as part of their leisure because they feel gratified.

However, these behaviours are intensified by the peer group pressure. The researcher believes that some primary schools children practice what is known as behavioural syndrome. Behavioural syndrome is a situation whereby one behaviour is a result of another. A child who is convinced to attend night discos during the night hours for example, is likely to take alcoholic drink because the fellow in the peer group takes the drink. A younger child is also likely to practice unsafe sex if she/he will be under the control of alcohol or will do that to satisfy the need of the group he/she belongs. In addition, he/she can opt to use drugs aiming to satisfy the interest of the group or will do so because he/she assumes that dancing goes with drug abuse. This causal form of behaviour is what is known as behavioural syndrome. This situation is common among the children by nature because children and youths copy behaviour from each other. The issue of behavioural copying among younger children brings them together where they share interest which if they are not observed early can bring them into HIV risks.

Psychologically, children feel comfortable when they are attached to age-mates. They have many things to share in the peers groups. There are good things like building spirit of cooperation and togetherness, sharing ideas and feeling part of the group. However, some behaviour as we said put them into HIV risks. The issue of night discos unlike disco toto have great repercussions some of which are bad. Taking examples of friendships with opposite sex develops out of the peer groups during the night disco; they are most likely to practice unsafe sex if they are under the control of alcohol, which brings them to great risk of HIV infection. This is likely to happen because drinking and causal having sexual partners is part of lifestyles of youths. Therefore, the researcher believes that bars visits and disco culture are popular entertainments among younger children and are catalysts to sexual practices. These risks call for intervention opportunities to equip primary school youths with self-preventive behaviours as discussed below.

INTERVENTION OPPORTUNITIES FOR PREVENTIVE BEHAVIOUR

Stopping HIV/AIDS infection among the youths requires comprehensive strategies that focus on younger children behavioural change in primary schools before majority of children are already sexually active. Behaviour change strategies that do not address issues such as early sexual practices, alcohol taking, drug abuse, and night disco culture, but hinge on sexual behaviour per se, are not likely to be effective, particularly among the primary school pupils. If behaviour change is measured in terms of changing patterns of alcohol use, frequencies of night disco visits and behaviour change, a more accurate picture of behaviour change would emerge. Prevention approach in primary schools relies on teaching students the factual information about risk behaviours and the changes thereof (Vissa and Maleko, 1999).

A significant number of younger children are vulnerable to HIV/AIDS infection; they also represent a window of opportunity for reversing HIV infection rates, especially when effective prevention programmes can reach them before they adapt risk behaviours (USAID, 2004). It also advances that health-enhancing behaviour is paramount to the younger children who have not reached a sexually active stage. Intervention opportunities which are already in place are such as a campaign on condom use and condoms are readily available in this country. Children need to be equipped with the knowledge, attitudes, values and skills that will help them face these challenges and assist them in making healthy life-style as they grow (USAID, 2004). 

Condom use campaign is a good preventive behaviour but it is limited to the school systems and media companies and is restricted to safer sex only which seems to be theoretical rather than practical and tangible. It is theoretical because parents and guardians do not discuss sex and HIV/AIDS with their children because to them it is so sensitive so it will contribute to them being sexually active. In addition, condom use is directly linked to distance from towns and wards but information is limited on the remote schools.

In Tanzania various programmes/campaigns have been initiated to fight against HIV-risk behaviours as initiatives of equipping primary school children with preventive behaviours. ‘Ishi’ for example, is a multimedia HIV prevention campaign targeting at behavioural change, reaching youths aged between 15-24 years. The campaign initiative is for increasing a perception of HIV-risk behaviours among youths in Tanzania specifically for post-primary pupils and out-of-schools (TACAIDS, 2004). Despite all these initiatives, primary school pupils have a narrow access to information related to HIV-risk behaviours, which inhibits them from adopting HIV-preventive skills although these children have never experienced the world without HIV/AIDS. The general trend indicates that primary schools as institutions of learning have been ignored or just left out on matters related to HIV/AIDS although some primary schools pupils are already sexually active. Primary schools are places where almost each child passes through, so we expect the area to be more focused for HIV/AIDS programmes on behavioural interventions and preventive opportunities. This will help younger children in primary schools who succeed to continue with post-primary education to adopt the already acquired basic preventive skills to fight against HIV/AIDS infections. This is supported by comments from Ministry of Science Technology and Higher Education (MSTHE) (2003) that behaviour change should be short-term as well as long-term strategy. The pointed strategies such as use of condoms and other preventive measures against HIV/AIDS and that they should continue respectively. 





The paper has addressed a very important issue of risks to HIV infection among the primary school pupils and opportunities for preventive behaviours. It is revealed that HIV/AIDS knowledge is academic and theoretical rather than practical and tangible. This is contributed by the cultural aspect which blocks initiatives towards promoting behavioural preventive measures among the primary school pupils. The author would like to suggest that strategies which would change individual attitudes in reversing the situation are needed as the author believes that attitude is directly linked to knowledge. Issues of early sexual practice, alcohol taking and drug abuse, bars visits and night disco culture should first be addressed to the primary school pupils to significantly equip them with HIV preventive behaviours. The society, media and NGOs should provide effective message against HIV that can easily be understood and be applied in real life environment.

HIV/AIDS knowledge should consider both primary school pupils from the cities and towns to the rural areas. It is common that HIV information to be concentrated along highways and do not reach the villages where majority of primary schools pupils are concentrated. The community should not ignore the issue of night disco culture because the life styles of younger children are much associated with the perceived leisure that is found in the night discos. 
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